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Abstract
For many first-generation Latino(a) college students, the college-setting is a new and scary place.
Without the support of family and friends, the chances for them dropping out or not finishing
their college education grow. Recognizing that Latinos(as) make up a growing segment of the
college-going population, higher education institutions and their leaders must not only recruit
individuals from this demographic population, but must also work to help these students remain
enrolled and guide them to graduation. Institutions must be able to provide a welcoming campus
culture and environment as a means of fostering student success. Historically Black College and
Universities (HBCUs), are credited with being a home away from home for many Black collegegoing students, and for providing educational opportunities that might not be accessible via other
types of institutions. Today, some Latino(a) college students have chosen to enroll in these
institutions seeking similar opportunity to grow and be successful. This doctoral study, using a
narrative qualitative approach, examined the lived experiences of six Latino business students
following their enrollment in one of the United States’ oldest HBCUs, first to understand what
motivated them to enroll at such an institution, and second to understand the factors that helped
them persist. Individual, semistructured interviews uncovered that proximity to family, cost,
academic offerings, and available financial support all served as key factors for enrolling at the
HBCU. In persisting, study participants lauded faculty for offering support, encouragement, and
becoming an important component of students’ support network. Faculty, along with academic
advisors, nonprofessional staff, and peer groups developed from classroom and student
organization interactions, helped participants feel welcomed in the campus environment. Despite
expressing positive opinions about the HBCU environment, participants acknowledged their own
personal challenges in establishing themselves on campus, at times struggling with their
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academic and career choices. Without family members or pre-college peers to guide them,
participants noted feeling alone early on in their college journey. Only after seeking out support
or direction from others did they ultimately find their college footing. It is this lack of
institutional engagement and guidance on student support resources that stood out amongst
participant responses. Additionally, while ultimately finding acceptance on campus, some
participants also noted making efforts to engage others rather than others engaging and reaching
out to them. HBCUs must take steps to acknowledge and fully welcome their Latino(a) student
populations. Institutional leaders must proactively gear services and communication efforts to
consider this new demographic group’s needs and concerns. Only then will students and staff be
more widely encouraged to extend the welcoming behavior and culture that HBCUs have long
been lauded for.
Keywords: Historically Black Colleges and Universities (HBCUs), Latino/a, retention,
persistence, higher education, first-generation college students
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Chapter 1: Introduction
According to the Digest of Education Statistics (2020d), the total number of individuals
enrolled in a postsecondary (or higher education) institution in the United States grew from just
over 15 million in 2000 to nearly 20 million in 2019, peaking in 2010 at just over 21 million
students. As the number of individuals enrolling at higher education institutions increased, a shift
emerged in the demographic make-up of the total student body. As White student enrollment
decreased from almost 71% in 2001 to 54.3% in 2019, African American student enrollment
increased their representation from almost 12% to almost 13.3%, while Asian/Pacific Islander
student enrollment saw a slight increase from 6.6% to 7.4% represented (Digest of Education
Statistics, 2020d). Latino(a) student enrollment saw the most significant growth, increasing in
representation from 9.9% in 2001 to 20.3% in 2019. The one negative outlier in growth among
underrepresented groups were with Native American populations, which saw a slight dip from
1% representation to 0.7% of total college enrollment. Thus, while White students continue to
make up the majority of the student populations of colleges and universities in the United States,
Latino(a)s make up a growing segment of the country’s total college-going student body.
With an increasing number of individuals pursuing a college education, the number of
degrees awarded by postsecondary institutions in the United States has steadily grown by from
over 1.2 million in 2000–01 to just over two million in 2018–19 (Digest of Education Statistics,
2020a). Mirroring enrollment in postsecondary education, data chronicles a shift in degrees
awarded according to these White, African American, Latino(a), Asian/Pacific Islander, and
Native American groups. In this nearly 20-year timespan, Whites went from 77% of degrees
conferred to 62.3%. Alternately, African American grew from 9.2% to 10.3% conferred, as did
Asian/Pacific Islanders increasing to 8.2% from an earlier 6.6%. Keeping with a decreasing trend
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seen in total enrollment representation, degrees awarded to Native American populations
dropped from 0.8% to 0.5%. Amongst the five individual demographic data recorded, Latino(a)s
recorded the most significant growth, going from 6.6% to 14.9% of bachelor’s degrees awarded.
U.S. Higher Education up to the 1940s
The beforementioned demographic data provides insight into the college-going
populations of the United States in recent years. Such representation is a far cry from the almost
exclusively White male student bodies of colleges and universities early in the country’s history
(Hutcheson, 2020; Noftsinger & Newbold, 2007; Thelin, 2019). At the beginning of the 19th
century, Harvard, College of William and Mary, Yale, Princeton, Dartmouth, Brown, Rutgers,
Columbia, and Pennsylvania were just a few of the schools already in existence to provide
advanced educational opportunity in the fledgling republic, and most were accessible only to
White men of financial means (Noftsinger & Newbold, 2007; Thelin, 2019). With the assistance
of religious denominations and philanthropists, these and later institutions established in the
early 19th century initially trained new clergymen but would later expand opportunities of study
in classical literature and languages, law, and medicine (Hutcheson, 2020). Some institutions
labeled as colleges were in reality preparatory schools for young White men of upper-class
families, who could then pursue more advanced studies at formal colleges (Arendale, 2010).
While there were some proponents of establishing a national or “public college” for less affluent
citizens offering practical training in such areas as agriculture and engineering, they were
overshadowed and beaten back by supporters of localized control of educational opportunities
(Nienkamp, 2010; Noftsinger & Newbold, 2007). As Thelin (2019) pointed out, however, a
“distrust of a strong national government” amongst citizens and government leaders alike left
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states (not the federal government) with the responsibility of granting charters to establish
colleges and universities in ensuing years (p. 42).
It would not be until passage of the Morrill Land Grant Act of 1862 that the federal
government acted to encourage the establishment of additional programs and institutions with the
purpose of offering “affordable, practical higher education” for a broader segment of the U.S
population (Thelin, 2019, p. 75). Specifically, the 1862 Act called for the donation of “public
lands to the several states and territories which may provide colleges for the benefit of
agriculture and mechanic arts” – effectively giving states vast public lands in the country’s
western territories to sell to fund new agricultural and engineering programs, either in existing or
as part of newly established institutions (Thelin, 2021, p. 76). The Morrill Act of 1862, first
championed in Congress by Representative Justin Morrill of Vermont, served as an instrument to
distribute vast land holdings in the largely unpopulated western United States as a means to
foster badly needed agricultural production, revenue generation, and overall economic growth
during the American Civil War (Duemer, 2007; Key, 1996; Thelin, 2019). Despite the long-term
significance of this legislation in U.S. higher education, economic factors and the support of
President Abraham Lincoln largely led to its eventual passage (Key, 1996). While some states
would eventually establish new programs and institutions in agriculture and engineering, the act
provided states wide latitude in how to use funds generated from land sales, with some funds
being allocated to existing private institutions or establishing programs in liberal arts, social
sciences, and military training (Hutcheson, 2020; Thelin, 2019).
Expansion of Educational Opportunities for Women
The history of the growth of higher education in the United States centers largely on the
education of White men, first for those from affluent families meant to assume leadership roles
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in the young American republic, followed by White men from working- and middle-class
backgrounds seeking to improve their station in life (Hutcheson, 2020; Noftsinger & Newbold,
2007; Thelin, 2019). The availability of educational opportunities for women and Blacks did
emerge eventually, but over a longer period of time. Oberlin Institute (later Oberlin College)
opened its doors in 1833 and within 2 years, began allowing admission to both men and women,
White and Black (Hutcheson, 2020; Parker, 2015; Watson, 1977). Mount Holyoke Seminary
(later Mount Holyoke College), founded in 1837, became the first institution of what would
become known as the Seven Sisters (the others being Barnard, Smith, Vassar, Bryn Mawr,
Wellesley, and Radcliffe) dedicated to the advanced education of women (Parker, 2015; Thelin,
2019). However, as Watson (1977) pointed out, it would take several decades before women
would be allowed to pursue education outside of domestic training in preparation for becoming a
wife and mother. The outbreak of the Civil War and the passage of the Morrill Act of 1862
contributed to institutions opening their doors to women, first to educate women to take on roles
formerly held by men (particularly teachers), as well as ceding to pressure by the citizenry to
allow women entry to recently established state-supported colleges and universities (Thelin,
2019; Watson, 1977). Approaching the end of the 19th century, greater accessibility to both
women’s only and state institutions, broader fields of study, coeducation with men, and provision
for living accommodations on campuses enabled greater numbers of women to pursue a college
education equal to White men (Hutcheson, 2020; Thelin, 2019; Watson, 1977).
Expansion of Educational Opportunities for Blacks
As noted previously, Oberlin Institute, founded in 1833, granted admission to both
women and Blacks in 1835 (Hutcheson, 2020; Parker, 2015; Watson, 1977). As with founding of
women’s only colleges during the 19th century, Black-serving institutions would also be
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established, first with the African institute (renamed to the Institute for Colored Youth, later
Cheney State University) in 1837 followed by Ashmun Institute (later Lincoln University) in
1854, and Wilberforce University in 1856 (Favors, 2019; Gasman et al., 2015; Hutcheson, 2020).
Following the conclusion of the Civil War in 1865, Congress authorized the establishment within
the U.S. War Department the Bureau of Refugees, Freedmen, and Abandoned Lands (more often
referred to as the Freedmen’s Bureau) as an instrument in organizing the country’s efforts to
integrate newly freed Blacks (Harrison, 2007). The Freedmen’s Bureau broad portfolio of
responsibilities included the establishment of public schools and colleges in the former
Confederate States undergoing Reconstruction (Lowe, 1993; Paris & Gasman, 2006). Working
with White and Black religious organizations, as well as White philanthropists, the Bureau
would aid in the establishment of a number of colleges for Blacks, including Howard University,
Atlanta University (later Clark Atlanta University), Fisk University Tougaloo College, and
Dillard University (Gasman et al., 2015; Redd, 1998).
The Morrill Act of 1890 would extend federal involvement in higher education matters
for Black citizens by authorizing the sale of public lands for the purpose of establishing separate
colleges for Blacks. Whereas the 1862 Morrill Act did not specify any funds be provided for the
establishment of Black institutions, the 1890 Morrill Act stipulates states vying for funds under
the new act must establish admission criteria allowing for the access of Blacks to existing land
grant institutions or establish new but separate Black higher education institutions (Thelin, 2021;
Wheatle, 2019). States that did not comply with said criteria would not receive funds to use for
supporting existing or new White institutions. In response to this stipulation in the 1890 Act, 17
Black-serving institutions would be established; however, researchers point out these and other
Black-serving institutions received inequitable allocations of funds and resources compared to
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White-serving institutions, thus establishing a federally supported system of segregation in U.S.
higher education that would take decades to overturn (Byrd et al., 2019; Gasman et al., 2015;
Noftsinger & Newbold, 2007; Wheatle, 2019).
The first half of the 20th century marked a period of continued change in the U.S. higher
education system. Between 1900 and 1930, Black-serving institutions took steps to shift their
curriculums away from simply providing vocational and practical training to offering formal
degree programs in liberal arts and the sciences, as well as establishing professional schools in
medicine and law (Redd, 1998). Seeing their influence with Black-serving institutions ebbing
after years of control via their donations, White philanthropists shifted their contributions
elsewhere, forcing Black institutional leaders to look elsewhere for funding support (Paris &
Gasman, 2006). These efforts ultimately led a group of private Black colleges in 1944 to pool
their resources and fundraising efforts to establish the United Negro College Fund. A year
earlier, Congress authorized the GI Bill as a means of helping returning service members
reestablish themselves postwar (Altschuler & Blumin, 2009). The bill, which went into effect in
1944, provided a range of benefits, including the promise of a paid college education for those
who had served “on or after September 16, 1940, and prior to the termination of the present
war,” as well as additional funding for living expenses while pursuing said education (Thelin,
2021). Ultimately, eight million soldiers eventually returned home and availed themselves of the
new benefit providing for a college education (Altschuler & Blumin, 2009; Noftsinger &
Newbold, 2007). While White men had greater institutional options where they could pursue
their college educations, Black men and Black women who were not welcome at White-serving
institutions enrolled in growing numbers at Black-serving institutions, accounting for one-third
of these institutions’ enrollment by war’s end (Redd, 1998).
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Efforts to End U.S. Educational Segregation
Legislative action and court rulings during the 1940s, 1950s, and 1960s ushered in a
significant societal shift on matters of segregation since the U.S. Supreme Court’s 1896 decision
of Plessy v. Ferguson upholding separate but equal in all manner of American life, succeeding
first in the country’s public-school systems. One such case, Mendez v. Westminster (1946),
involved the legal challenge to Mexican-American school segregation practices in California’s
Westminster School District (Powers, 2014). Up until this time, Mexican-American elementary
school children (many of whom grew up in poor economic conditions) attended lower-quality
public schools, and used second-hand books from White schools; busing was also utilized to
send Mexican-American children to Mexican schools located miles from their homes and
neighborhoods, even when White-serving public schools were in closer proximity (Aguirre,
2005; Strum, 2014). A California federal court ultimately ruled Westminster School District’s
intentional segregation of Mexican-American and White students in public schools was unlawful
(Aguirre, 2005). An appeal by the school district in Westminster v. Mendez (1947) failed, with
the appellate court issuing a unanimous decision upholding the lower court’s ruling, citing a lack
of California law that “required or permitted the school districts to segregate Mexican school
children,” and further finding that such directives from the school district were in violation of the
U.S. Constitution’s Fourteenth Amendment guaranteeing “equal protection under the law”
(Aguirre, 2005, p. 327). While the original court and appellate court’s decisions were based on a
case involving elementary school children, school districts in California would eventually move
to close schools allocated to Mexican-American students.
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Judicial and Legislative Actions Taken
Scholars point out that while the outcome of Mendez served as precedent in Arizona and
Texas federal court cases challenging segregation-practices against Mexican-Americans, it
would not be until Brown v. Board of Education of Topeka (1954) that plaintiffs’ attorneys
would use the issue of race to challenge the doctrine of separate but equal (Powers, 2014;
Ramos, 2004; Santiago, 2019). Up until this time, cases involving Mexican-Americans
challenged local segregation mandates under the auspices of discrimination against individuals
not because of race, but due to being of a certain cultural descent and being labeled deficient in
language ability (Powers, 2008; Santiago, 2019). Mexican-Americans were classified as White
by the U.S. Census, side-stepping the issue of race entirely (Strum, 2014). In Brown vs. Board of
Education of Topeka (1954), the issue of race was the focal point of the case, as plaintiff
attorneys challenged Kansas’ law allowing for the segregation of Blacks from White public
schools (Aguirre, 2005; Young et al., 2015). Chief Justice Earl Warren, who had served as
governor of California at the time of Mendez v. Westminster (1947), announced a unanimous
court decision striking down the idea of “separate but equal” on the grounds the doctrine ran
counter to the Fourteenth Amendment’s equal protection clause (Aguirre, 2005). Lacking any
mechanism for federal enforcement of the decision on local and state governments, progress
towards integrating public schools, and later colleges and universities, would not quicken until
passage of the Civil Rights Act of 1964 under President Lyndon B. Johnson (Young et al., 2015).
The wide-reaching 1964 Act made it illegal to discriminate on the basis of race, ethnicity,
gender, or religious background, applying unequal voter registration requirements, as well as the
practice of segregation in schools and public facilities (Gasman et al., 2015). As with Brown
(1954), court cases challenging segregation practices in schools under the Civil Rights Act would
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continue to be heard in the courts, even into the first decades of the 21st century (Young et al.,
2015). Still, the advent of these landmark court decisions and civil rights legislation contributed
to the wider access of not only public schools but higher education opportunities for Blacks,
Latino(a)s, and other ethnic groups not always welcome in Predominantly White Institutions
(PWIs; Gasman et al., 2015), what Byrd et al. (2019) described as being a radical shift of the
status quo for these underrepresented populations.
As part of President Johnson’s War on Poverty initiative, Congress passed the Higher
Education Act (HEA) of 1965 (Hutcheson, 2020). Under this legislation, the federal government
committed funding for areas of critical need in the country’s colleges and universities, such as
“support community service and continuing education; library assistance, training, and research;
strengthening developing institutions student assistance; teacher programs; and facilities
construction” (Capt, 2013), as well as student loans and grants (Hutcheson, 2020). Hutcheson
(2020) described the HEA as “the first full-scale use of federal dollars to provide financial
assistance to student in higher education” outside of educational benefits provided to the millions
of military personnel under the GI Bill (p. 117). In addition to expanding federal funding for
college education, the HEA also provided formal recognition of those institutions primarily
enrolling Black students with term Historically Black Colleges and Universities (HBCUs; Byrd
et al., 2019), and defining them as higher education institutions with a historical mission of
serving primarily Black student populations and established before 1964 (Gasman et al., 2015).
Along with this recognition of HBCUs came supplemental funding via the Title III section of the
HEA; future reauthorizations of the HEA would go on to expand funding opportunities for other
Minority Serving Institutions (MSIs), further expanding higher education opportunities to Black,
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Latino(a), Asian, and other underrepresented populations across the United States (Boland, 2018;
Gasman et al., 2015; Redd, 1998).
Challenges to Judicial and Legislative Actions
The intent of the Civil Rights Act of 1964 was to end racial, ethnic, gender, and religious
discriminatory practices across the United States (Gasman et al., 2015; Young et al., 2015). The
goal behind the HEA “was to increase accessibility of higher education to all”, with initial
implementation and later reauthorizations of the act leading to the establishment of federal Pell
grant and Stafford loan funding programs benefitting low- and moderate- income populations,
and continuous funding for now recognized MSIs such as HBCUs (Capt, 2013; Gasman et al.,
2015). Despite earlier court cases such as Mendez (1947) and Brown (1954), and the
implementation of the 1964 and 1965 Acts, the work to end discriminatory practices, specifically
in higher education, continued into the 21st century. The Brown (1954) ruling struck down the
principle of “separate, but equal” but offered no language on how exactly to resolve the issues
surrounding segregation in schools (Lee, 2010). Title VI of the Civil Rights Act of 1964 charged
the Office of Civil Rights within the U.S. Department of Education to monitor public higher
education institutions for discriminatory practices prohibited under the Act (Perna et al., 2006).
Yet, despite institutions facing the potential loss of federal funds for being out of compliance
with the Civil Rights Act of 1964 (Brown, 2013; Perna et al., 2006), court challenges in states
such as North Carolina (Adams v. Richardson, 1972), Mississippi (United States v. Fordice,
1992), and Maryland delayed such action from occurring for years as both sides argued whether
institutions involved were or were not in compliance (Harbour, 2020; Lee, 2010; Palmer et al.,
2011).
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Additional efforts at creating diverse student bodies led to debate and further court
challenges surrounding institutions enacting race-based admissions practices as part affirmative
action programs to diversify student bodies (Boykin & Palmer, 2016; Harper et al., 2009).
Supporters argue the practice of affirmative action in admissions provides an opportunity for
individuals to gain access to institutions they previously might not have entered due to their race,
gender, or some other personal characteristic, while opponents declare such practices as
discriminatory against White applicants who might be better qualified than those of another race.
Further complicating the issue of race is the discussion surrounding the continuing need for
HBCUs. While the HEA of 1965, as well as later reauthorizations, provide funds for these
institutions to operate (Byrd et al., 2019; Gasman et al., 2015), detractors question their
continued value and ultimate benefit to their students at a time when resources for higher
education are strained and opportunities for consolidation exist (Brown, 2013; Brown &
Burnette, 2014; Platt et al., 2017). Such debates are ongoing at a time when issues of race focus
not only on providing access and support to Black college students but a growing population of
Latino(a) college students as well.
Latino(a) Higher Education Enrollment
The National Center for Education Statistics (NCES) projects that by 2029 (the latest
available projections), Whites will represent 51.5% of college-going students, with African
Americans growing to 14.4%, Asian/Pacific Islander holding roughly at 7.2%, and Native
Americans dipping to 0.6% (Digest of Education Statistics, 2020b). According to this same data,
Latino(a)s are projected to increase their representation to 22.3%, nearly a quarter of total
enrollment. These various data points seem to imply a bright future for Latino(a) college-going
students in the United States, yet other data sources indicate Latino(a)s still have room to
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improve when compared to other representative groups. The National Student Clearinghouse
Research Center (2020) indicates public 4-year institutions reported 72% of Latino(a) students as
returning, compared to 77% for White students, 86% for Asians, and 66% of African American
students. Private 4-year institutions reported 73% retention of Latino(a)s, as compared with 79%
of Whites and 86% of Asians. As with public institutions, private institutions reported just 65%
of African American returning. Additionally, while 2019 Census figures on educational
attainment indicates Latino(a) bachelor’s degree holders grew from 13.9% in 2010 to 18.8%,
Latino(a)s saw the smallest increase as compared to African American degree holders (who rose
from 19.8% to 26.1%), Whites (who improved from 33.2% to 40.1%), and Asians (who
strengthened their representation from 52.4% to 58.1%; U.S. Census Bureau, 2020). Lastly,
NCES data indicated just 35.7% of total Latino(a) degree seekers completed their education
within 4 years, compared to 49.8% for White students and almost 45.3% overall (Digest of
Education Statistics, 2020c). Latino(a) completion rates improved to 52.6% after 5 years and
57.8% after 6 years, but never surpassed White or Asian student completion rates over these
same periods. Only African American students consistently lagged behind their Latino(a)
counterparts across 4-, 5-, and 6-year periods. Thus, while demographic data from various
sources show steady increases in the percentage of Latino(a)s among college-going populations
in the United States, the data also indicates this same population consistently lagging behind
Whites and Asians in returning to college and ultimately completing their education in 4-, 5-, and
6-year timeframes.
Minority Serving Institutions
Described as “the gateway to higher education,” Minority Serving Institutions (MSIs)
emerged to provide underrepresented populations an opportunity to pursue higher education
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when access to Predominantly White Institutions (PWIs) may not have proven as accessible or
welcoming (Rutgers Center for Minority Serving Institutions, 2014). MSIs typically refer to
Asian American, Native American and Pacific Islander Serving Institutions (AANAPISIs),
Hispanic Serving Institutions (HSIs), Historically Black Colleges and Universities (HBCUs), and
Tribal Colleges and Universities (TCUs). Of these four categories of MSIs, there are 113
AANAPISIs, 102 HBCUs, 290 HSIs, and 35 TCUs, totaling 540 out of 4,360 degree granting
institutions in the United States (Status and Trends in the Education of Racial and Ethnic Groups,
2019). While these institutions make up just twelve percent of U.S. postsecondary institutions,
NCES data dispels the myth MSIs enroll only specific demographic populations. In 2016, HSIs
enrolled 1.5 million Latino(a) students out of three million students total, and AANAPISIs
enrolled just 285,500 students who identified as either Asian or Pacific Islander out of a total 1.4
million students (Status and Trends in the Education of Racial and Ethnic Groups, 2019). While
HBCUs enrolled 223,500 Black students out of a total of 292,100, and TCUs enrolled 13,200
Native population students out of a total of 16,900 students, these MSIs appear to be also
admitting students outside of their historical origins (though in smaller numbers). What then
might motivate an individual to enroll at an MSI when they originate from a different
demographic group? Consider the example of a soon-to-be Latino(a) college student. With a
broad range of higher education options to choose from, including the existence of HSIs, the
student ultimately decides to enroll at a HBCU. While the HBCU’s leadership may view this as a
coup for their enrollment goals, they must also consider the need to understand what motivated
the student to make such a decision, and how they might replicate such success for the future.
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Opportunities Ahead for HBCUs
Passage of the Civil Rights Act of 1964 was a first step by the federal government at
dismantling segregation in public education, followed by the Higher Education Act of 1965
(Redd, 1998). As noted previously, the 1965 Act stipulated postsecondary institutions established
prior to 1964 with the principal mission of educating Black students would receive the
designation of Historically Black College and University (HBCU; Thelin, 2019; White House
Initiative on Historically Black Colleges and Universities, 2021). Seeing a need to provide
additional funding opportunities to a broader pool of institutions, Congress later passed the
Higher Education Opportunity Act of 2008 (Predominantly Black Institutions Program, 2021).
Unlike the 1965 Act, which did not require a specific enrollment threshold to receive the HBCU
designation, the 2008 act established that an institution achieve a minimum threshold of 40%
Black student enrollment of total enrollment in order to qualify for new grant funds. Today,
HBCUs exist in many forms: 2-year or 4-year degree granting, public or private, urban or rural,
large or small, religious-affiliated or secular, and single-gender or co-ed (Thurgood Marshall
College Fund, 2021). Research has long recognized HBCUs for their familial and welcoming
environments, presence of supportive relationships with faculty and staff, and willingness to
work with students who struggle academically with college work (Allen, 2016; Palmer et al.,
2018; Williams & Johnson, 2019). At the same time, these and other researchers also recognize
the challenges faced by HBCUs today, such as competition with PWIs for talented
underrepresented populations and pressure to provide evidence of student achievement as a
contingency for government funding (Jones, 2016; Palmer et al., 2018). As a response to these
challenges, while also continuing their tradition of providing access to marginalized populations,
HBCUs are increasingly reaching out to non-Black students as a way to maintain or expand
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student enrollment. A small but growing pool of research exists examining non-Black
individuals’ motivations to enroll at HBCUs (Arroyo et al., 2016; Maramba et al., 2015; Palmer
& Maramba, 2015a). However, few studies focus on understanding the motivations of Latino(a)
students to pursue and excel in their college education at an HBCU (Allen, 2016; Allen & Stone,
2016; Allen et al., 2020). This study seeks to expand upon the current literature by researching
the motivations of a group of Latino(a) students to remain enrolled in a public, 4-year HBCU in
the southwestern United States, as well as understand the factors that contribute to their success
in completing their undergraduate degree.
Impact to Institutional Leadership
The significance behind such research studies, including this current work, is the
potential influence on institutional leadership’s decision-making processes and strategic planning
efforts on issues related to diversity, inclusion, and student success among underrepresented
populations. Adserias et al. (2017) pointed to the proliferation of diversity agendas at higher
education institutions as a means of adjusting to “shifting demographic trends” (p. 315). Seen as
a response to implementing transformational change at institutions, researchers point out
diversity agendas are not well-defined, and typically fail to enact desired change in
organizational culture due to “absent, weak, or insufficient campus leadership” (Adserias et al.,
2017, p. 316). The failure to enact such agendas are significant, particularly in a period when
institutions face increasing external pressures to operate efficiently with fewer resources,
institute technological innovations, and broaden their demographic makeup but are hamstrung by
existing organizational cultures and internal constituencies that promote status quo thinking and
practices (Graham & Donaldson, 2020). Institutional leaders cannot sit back and expect proposed
initiatives to be implemented on their own. As Aidman and Long (2017) pointed out, effective
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educational leaders must be fully engaged in strengthening “organizational culture, working
through and with others to set direction, create a sense of shared purpose, and develop people
and the organization” (p. 107).
Statement of the Problem
Karkouti’s (2016) review of literature related to leadership practices on diversity issues in
higher education uncovered the common theme that “racially and ethnically inclusive learning
environments positively impact students’ learning,” which better prepares them for new ideas
and perspectives in society (p. 407). However, such an environment requires the involvement of
institutional leadership to help promote a welcoming culture, as well as develop policies and
practices to support said culture. LePeau’s (2018) research points out that key campus
constituencies, including administrators, faculty, and students “have the capacity to promote and
implement multifaceted diversity and equity initiatives in institutions of higher education,” and
that campus leadership can utilize various strategies to help foster positive outcomes “for all
students” (p. 402). By understanding the influences that brought them to the institution and the
factors that helped to retain them to the threshold of completing their degrees, institutional
leadership can develop an effective argument for supporting and creating a more effective story
in promoting the institutional goal of enrolling, retaining, and graduating a larger proportion of
non-Black students.
For this study, I utilized one institution as the site for examining the efforts of recruiting
and retaining Latino(a) college students. Central State University is a regional public HBCU
located on a rural campus outside of a major urban city in the southern United States. In 2015,
university leadership met to develop the institution’s 5-year strategic plan. At the time of these
planning discussions, Hispanic enrollment accounted for six percent of the institution’s total
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enrollment (Office of Institutional Research, n.d.). The final planning document called for the
development of a strategy to recruit, enroll, and graduate a greater percentage of Hispanic
students to the institution, with a specific goal of increasing Latino(a) enrollment to eight percent
of the institution’s total enrollment (Focus groups: Guidance for thinking and responding, n.d.).
The plan outlined general actions and tactics, but made no reference to specific tactics or
resources allocated for enrolling or retaining Hispanic students. While Hispanic enrollment
increased to 9.2% in 2018, Hispanic enrollment has declined to 8.1% as of Fall 2020, a -11.96%
drop in 2 years (Office of Institutional Research, n.d.). Hispanic student retention after the
freshmen year has also declined from 73% (2016) to 59% (2017) to 57% (2018), representing a 21.92% drop in Hispanic retention over a 2-year span, while retention of African American
students has remained stronger from 71% (2016) to 76% (2017) to 68% (2018).
The institution’s mission presently speaks in part to investing “in programs and services
that address issues and challenges affecting the diverse ethnic and socioeconomic population of
Texas” (University mission, n.d.). While the institution is improving the enrollment and retention
of African American students, institutional data shows enrollment and retention of the Hispanic
student population is weakening. The university strategic plan outlined in 2015 is vague in its
projections and goals as it relates achieving an 8% enrollment of Latino(a) students. There is no
mention of when such goals would be met, no projection of what percentage of this goal would
be achieved in a given year or years, nor specific tactics or resources to support a recruitment
plan or activities targeting this population area. Additionally, no mention was included in the
strategic plan as to specific investments in resources, funds, and personnel that might be needed
to retain enrolled Latino(a) students along with African American students. Lastly, there is no
mention in the strategic plan to study the factors influencing the enrollment, retention, and
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completion of an academic credential by Latino(a) student at the institution upon achieving
outlined enrollment goals. Ultimately, the institution achieved its goal of increasing Latino(a)
enrollment, but failed to take into account how it would retain this targeted student group, nor
how what efforts would be taken to see these same students graduate.
Purpose Statement
The purpose of this narrative study was to identify a group of current Latino(a) college
students through purposeful sampling to participate in semistructured, individual interviews to
understand the factors that may lead future Latino(a) college students to enroll and persist at a 4year public HBCU in the southern United States. Purposeful sampling in this study involved
direct outreach via email messages sent to self-identified Latino(a) students in junior- and seniorlevel standing. I captured data using student information available through the institution’s
Office of Institutional Research, as well as via individual semistructured interviews. Rather than
attempting to prove or disprove a series of theoretical hypotheses via a quantitative study, I
sought to capture the personal story of each participant by learning about their individual
motivations to persist at a HBCU, and to uncover the factors that contributed to their academic
success. Thus, by taking into account those factors and influences that motivated Latino(a)
students to persist and progress to near-graduation, institutional leadership would be better
equipped to develop and implement a strategic plan to achieve the institutional mission of
helping educate a diverse student population. The study also contributes to the limited literature
that seeks to uncover those factors and campus cultural influences that impact Latino(a) students’
college-going experiences, both at the personal and institutional level.
Research Questions
The four overarching research questions driving this study are:
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RQ1. What family support structure contributes to a Latino(a) student’s success?
RQ2. What social network might exist that contributes to a Latino(a) student’s success?
RQ3. What institutional policies/programs/activities contribute to a Latino(a) student
persisting at the institution?
RQ4. What internal and external factors contribute to a Latino(a) student choosing to
persist at the institution?
Definition of Key Terms
Asian American, Native American and Pacific Islander serving institutions
(AANAPISI). A type of Minority Serving Institution (MSI) where 10% of enrolled students
come from Asian American, Native American, or Pacific Islander background. At least 50% of
the institution’s degree-seeking student population must also be receiving financial assistance
from the federal government’s educational support programs (Schuh et al., 2017).
African American. Individual born or citizen of the United States with racial origins to
Africa. The term ‘Black’ is applicable to individuals from any nationality with claims to racial
origins to Africa but is interchangeable with ‘African American’ when used in the United States
(About Hispanic Origin, 2020).
Campus culture. An institution conveys a manner of doing things, including executing
the institutional mission, that make it unique from other institutions (Schuh et al., 2017). It drives
day-to-day activities, as well as influences the people (i.e., faculty, staff, students) tied to the
overall institution.
Completion. The point in which an individual completes the academic credential/degree
sought within the higher education system (Schuh et al., 2017).
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Higher education institution. See definition for Postsecondary Institution (Schuh et al.,
2017). Used interchangeably in research, but for the purposes of this study, Higher Education
Institution is used in reference to degree-granting institutions.
Hispanic/Latino(a). Individual with ethnic origins to a country, territory, or region such
as Cuba, Mexico, Central America, South America, Puerto Rico, and other cultures of Spanish
origin (U.S. Census Bureau, 2021). For the purposes of this study, I utilized the term ‘Latino(a)’.
Hispanic serving institution (HSI). A higher education institution with an
undergraduate enrollment of at least 25% Hispanic students (Schuh et al., 2017).
Historically Black colleges and universities (HBCU). Recognized by the Higher
Education Act of 1965 as a higher education institution established before 1964 with a history
and mission of educating African American individuals in the United States (Thurgood Marshall
College Fund, 2021).
Leadership. The method by which an individual motivates or drives another individual
(or group of individuals) to act towards accomplishing a particular goal or end result (Northouse,
2016).
Minority serving institution (MSI). An umbrella term describing a higher education
institution recognized by the U.S. Department of Education for enrolling a particular percentage
of students from designated racial and ethnic backgrounds (Schuh et al., 2017).
Persistence. Relates to the act of a student returning for continued higher education
study. May occur at the same or a different institution where the student originally enrolled
(Schuh et al., 2017).
Postsecondary institution. An educational institution beyond K-12 grade levels in the
United States, such as a community college, college, or university, where individuals can pursue
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advanced studies for the purposes of earning an academic credential beyond the high school
diploma, such as an associates, bachelor, master, or doctoral degree (Schuh et al., 2017). Used
interchangeably with the term ‘Higher Education Institution.’
Predominantly Black institution (PBI). Recognized by the Higher Education Act of
2008 as a higher education institution with an enrollment of 40% African American students
(Thurgood Marshall College Fund, 2021).
Retention. Relates to the act of a student returning for continued study at the higher
education institution in which they originally enrolled (Schuh et al., 2017).
Student success. The ability of a student to remain at their institution with the result of
completing their educational program (Schuh et al., 2017).
Tribal colleges and universities (TCU). A higher education institution that serves
American Indian or Alaska Native students (Schuh et al., 2017).
White. Individual born or citizen of the United States with racial origins to Europe,
Middle East, or North Africa (About Hispanic Origin, 2020).
Theoretical Framework
Research conducted by Hurtado and Carter in 1997 on Latino(a) college student
transition and racial climate experiences referred to sense of belonging as an “individual’s sense
of identification or positioning in relation to the college community”, which reflects on a
person’s “mood, emotions, and attitude” (Mwangi, 2016, p. 1017). Sense of belonging is
particularly important as a method of retaining a student once they arrive on a college campus,
particularly for first-generation students who arrive without a strong social network to turn to for
support (Garvey et al., 2020). Mwangi (2016) pointed out that while Tinto’s early studies viewed
sense of belonging as a means of projecting potential connectedness to the institution via faculty
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and peer relationships, later researchers criticized this thinking because it potentially placed too
much responsibility on students (particularly those of color) to work in establishing points of
connectedness rather than involving the institution and its various internal constituencies.
Additional research points out that campus culture can be a key influencer to a sense of
belonging, driving some individuals to make greater connections with those of different racial,
ethnic, and social characteristics just as easily as they feel unwelcome by those of different
personal backgrounds (Duran et al., 2020). In reference to Strayhorn’s 2019 work on
belongingness, a welcoming and inclusive campus environment greatly enhances the potential
for more successful social integration and academic achievement (Garvey et al., 2020).
Environments where there is resistance to including other races and ethnicities outside the
dominant campus culture “face unique challenges in developing a sense of belonging within the
campus community” (Garcia, 2020, p. 182).
Campus culture in general terms can be described as the manner in which an institution
goes about executing its day-to-day activities in achieving its overarching mission (Schuh et al.,
2017). Individuals affiliated with the institution, such as faculty, staff, and students, contribute to
the fostering of campus culture, and may even develop their own subcultures relative to their
special place and roles. As new students arrive on college campuses, Tinto’s theory on student
integration posited that these new arrivals must separate themselves from their existing cultural
attachments to begin integrating into their new environment, a position later criticized by
researchers for failing to take into consideration certain racial and ethnic influences that
potentially contribute to student success (Museus & Quaye, 2009). Rather than leaving their
culture and personal attachments behind, later research recommends that institutions validate the
existence of students’ earlier cultural norms, while fostering new community relationships with
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faculty, peers, and even involving student families in the transition to college (Ash & Schreiner,
2016; Witkowsky et al., 2020). By creating new institutional support structures and fostering
new relationships on top of existing ones, institutional leaders can “empower students and create
conditions for them to thrive” (Museus et al., 2018, p. 190).
Summary
In Chapter 1, I addressed how the changing demographics in the U.S. college-going
population indicates an increasing percentage of Latino(a)s pursued a college education. As
Latino(a) college-age individuals consider options of where to pursue their educations, higher
education institutions compete to draw segments of this growing pool of students to their
campuses. Institutional leaders must be cognizant that a broad range of strategies must be
executed not only to enroll students but also to retain them until graduation. As no single type of
institution lays claim to drawing the most Latino(a) students over others, HBCUs have the
potential to grow their position in higher education as viable and consistent options for providing
a quality education in a welcoming and supportive environment to a broad range of students. One
such institution took steps to recruit Latino(a) students as a means of growing its enrollment
while also seeking to serve another underrepresented population. This study seeks to capture the
perspectives of a sampling of academically successful Latino(a) college students who ultimately
enrolled at the institution. Those experiences open the door for further research on this
phenomenon, as well as practical considerations institutional leaders may need to pursue where
earlier efforts have not met with success. In Chapter 2, I outline the literature relating to funding
challenges among U.S. higher education institutions, familial, social, and financial factors
influencing and impacting retention and degree completion among college students, the impact
of HBCUs in the U.S. higher education system, the dynamics of the Latino(a) college-going
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population, and considerations for HBCU institutional leaders to be mindful of as they work to
recruit and retain this growing population.
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Chapter 2: Literature Review
The review provided in this section seeks to uncover and analyze existing literature
pertaining to the current state of the higher education environment and how it pertains to the
need for improving the degree completion rate of Latino(a) college-going students. The overall
study focuses on how institutional leadership may consider approaching the needs and concerns
of underrepresented minority college students, specifically Latino(a) students, as a means of
fostering student retention and academic success in the HBCU setting. First, the review examines
the dynamics of higher education funding, focusing on the emergence of performance-based
funding as a response to calls for institutional leader accountability and operational efficiencies
and innovations, taking into consideration perceived positive and negative impacts to PWIs and
MSIs operating under such funding models. Second, the review explores the impact of students’
personal and institutional environments on their college-going experience, including the role of
family, close social networks, and the institution in providing support systems that contribute to
student retention and academic success. Third, the review examines the issue of funding of a
college education, sources of funding, and in particular the impact of tuition costs and student
debt on retention and degree completion. Fourth, the review includes a discussion of the impact
of the HBCU in the U.S. higher education system, the dynamics that exist within these
institutions to help their largely Black student bodies become academically successful, and the
challenges they face at a time when competition within the higher education market becomes
more intense. Fifth, the review seeks to uncover the challenges faced by Latino(a) students
pursuing their college education, the factors considered in choosing an institution, and the
influence of familial relationships and culture in the college-going process. Lastly, the review
addresses the potential institutional and cultural challenges dynamics HBCU leaders may
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encounter through the recruitment and retention of Latino(a) students at a time when these
historic MSIs must adapt to changing financial demands. In the conceptual framework, I
addressed how sense of belonging, marginality and mattering, and cultural engagement are key
to helping institutional leaders develop a strategic plan to establish an environment that lends to
student academic retention and degree completion for a more diverse student body.
Funding Dynamics in Higher Education
The scope of this study focuses on the potential of HBCUs to stabilize their enrollments
through the recruitment of Latino(a) college-age students; however, this review would be
incomplete without shedding light on some of the broader challenges faced by the U.S. higher
education community. As noted in Chapter 1 of this study, the demographic make-up of students
in the U.S. higher education sector has changed in the last 20 years, including noticeable
increases amongst underrepresented populations pursuing a college education (Digest of
Education Statistics, 2019d). Overlapping this period of demographic change, the United States
encountered economic downturns (such as the Great Recession of 2008), natural disasters
(including Hurricane Katrina of 2005), and most recently the COVID-19 pandemic, events
contributing to decreased federal and state funding for the higher education sector and increased
tuition costs applied to college students (Hu & Villarreal, 2019; Koch, 2020). Webber’s (2018)
analysis of government spending data points outs funding for higher education began decreasing
as early as the late 1980s, as compared to spending increases on other government programs such
as K–12, public assistance and social services, Medicare and health-related programs, and
emergency services to name but a few.
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Emergence of Performance-Based Funding
Increases in social spending may appear to be the impetus for the reduction of higher
education spending in the 2000s, but a review of recent postsecondary research points to
different considerations. The 1990s was a period marked by cuts to higher education funding as
state policy makers and governing boards took steps to curb what they viewed as inefficient
spending occurring within state-supported public colleges and universities, particularly with
regard to increasing administrative costs to operate institutions (McClure, 2017; McClure &
Titus, 2018; Rutherford & Rabovsky, 2018). Considering historical and projections indicating
increasing numbers of individuals pursuing a postsecondary education in coming decades (Digest
of Education Statistics, 2020d), the cost of earning a college degree due to the “the massification
of higher education” would continue to increase (Wentz et al., 2018). In taking a more hands-on
approach to their oversight and funding of higher education, state legislatures sought to rein-in
institutional spending while demanding improvements on “performance measures like
graduation rates, learning outcomes and job placement rates” (McClure, 2017). Under a
budgeting model in the United States known as Performance-Based Funding (PFB), institutional
leaders would need to find innovative methods of operating with smaller government allocations
while responding to new student performance mandates (Gandara, 2020; Hillman et al., 2015; Li,
2019; Wayt & LaCost, 2016; Zerquera & Ziskin, 2020). Earlier funding models included bonus
funds for meeting certain performance goals on top of regular government allocations to public
higher education institutions (Li, 2019; Wayt & LaCost, 2016). Beginning in 1979 with
Tennessee, and expanding in later decades across the United States, states shifted away from
funding institutions based on solely on enrollment to a model factoring in student degree
completion (Gandara, 2020; McKeown-Moak et al., 2013). In describing this transition,
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McKeown-Moak et al. (2013) stated the “main differences between performance-based funding
then and now is the change in the focus from meeting the needs of higher education to meeting
the needs of students, the state, and its economy” (p. 4). Studies analyzing performance-based
funding point to a myriad of factors and metrics (referred to as funding formulas), such as
retention, academic progression of at-risk populations, graduation rates, credit hours earned per
term, and employment statistics following graduation, to determine what percentages of funding
should or should not be allocated along with standard enrollment figures and related operational
costs (Gandara, 2020; Loberti & Roth, 2018; Orphan, 2018; McKeown-Moak et al., 2013). These
same studies indicate that due to the complexity of such funding formulas, states operating under
such processes may have similarities but are typically not identical due to each states unique
budgeting and policy concerns, and thus not feasible to replicate in their entirety elsewhere.
Driving Results Through Performance-Based Funding Models
Both state and federal policy makers’ reasonings behind pursuing Performance-Based
Funding models repeatedly echo calls for accountability, transparency, strategic planning, and
efficiency at a time when taxpayers, employers, advocacy groups, and students seek better
outcomes from colleges and universities amid perceived tuition increases (Delaney & Kearney,
2016; Hu & Villarreal, 2019; Loberti & Roth, 2018; McClure, 2017; McKeown-Moak et al.,
2013; Rutherford & Rabovsky, 2018). In aligning priorities with those outlined by private sector
entities, Letizia (2016) argued that policy makers are pressing institutions into a state of
academic capitalism and disaster capitalism. In academic capitalism, institutions should operate
similar to private-sector organizations to respond to changing economic conditions, partnering
with external partners to overcome operational challenges or crises and turn such situations into
“economic opportunity;” thus, the concept of disaster capitalism (Letizia, 2016, p. 360).

29
Rutherford and Rabovsky (2018) spoke to the perception that market-driven decision-making is
an effective means of responding to the increasing competition within the higher education
sector, and that such practices can lead to a decentralized and more responsive operating
structure under the theory of Responsibility-Centered Management (RCM). With as many as 35
states in recent years operating with some form of performance funding model, research
acknowledges the growing need for proper data collection and analysis tools to track
performance outcomes (Gagliardi et al., 2018; Hillman et al., 2018; Letizia, 2016; Wentz et al.,
2018; Zerquera & Ziskin, 2020). Wentz et al. (2018) provided a case study of the effectiveness
of data-driven decision making across all levels of a public Wisconsin institution at a time when
state, federal, and other external stakeholders frequently require current and accurate
information. Speaking similarly to the necessity of accurate data to improve individual and
organizational decision-making, Gagliardi et al. (2018) referred to an “analytics revolution”
where colleges and universities are being asked to reconsider their business models to meet
demands to be more dynamic and resilient institutions (p. 22). Similar to private sector demands,
institutions and their leadership must establish a “culture of analytics” to allow for accurate data
to be harnessed, analyzed, and distributed in a timely manner that allows for decision-making
fostering “student success and institutional sustainability” (Gagliardi et al., 2018, p. 24).
After more than 40 years of use, research on PBF indicated mixed or nonsignificant
results with regard to effectiveness and accomplishments, with positive results indicating the
model is an innovative response to calls for reform and efforts to reduce wasteful government
spending and encourage innovation, while negative results point to concerns over the impact
such models have on regional and minority-serving institutions (Boland, 2020; Gandara &
Rutherford, 2017; Kelchen, 2018; Li, 2019; Loberti & Roth, 2018; Rutherford & Rabovsky,
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2017). Seeking to identify innovative ways to operate in meeting new performance funding
standards, McClure (2017) studied the practice of higher ed institutions contracting with private
sector management consulting firms. In doing so, institutional leadership’s engagement of
external consultants opens the door for institutions to practice “academic capitalism” by opening
up to private sector opportunities to drive operational savings and generate new revenues
(McClure, 2017, p. 586). Further reference to the practice of academic capitalism is offered by
Letizia’s (2016) study of a private sector analytics firm, Civitas Learning, and its approach to
providing data analytics services to higher ed institutions. In “partnering” with colleges and
institutions, Civitas is able “to guide initiatives in teaching, learning, student support, and
institutional management” by providing accurate data that can be used to make better decisions
(Letizia, 2016, p. 361). However, as noted by McClure (2017) and Letizia (2016), the use of
private sector entities is not a guarantee that proposed cost-savings or recommendations will be
implemented or even generate predicted outcomes, but may to a certain degree help institutional
leaders position their efforts as appropriate to meeting policy makers desires for market-driven
improvements.
Mixed Results Under Performance-Based Funding
Analyzing the impact for performance funding to regional public universities (RPUs),
McClure and Fryar (2020) acknowledged these smaller institutions operate with “exceptionally
tight budgets and do not enjoy the flexibility that comes with the resources commonly found at
public research universities,” but argue the rhetoric that such institutions face challenges to
operate effectively under performance funding are inaccurate (p. 54). However, McClure and
Fryar also recognized concerns that RPUs may be too hesitant to seek out alternative methods of
generating funding and remain reliant on enrollment and the tuition generated to fund
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institutional operations and services (p. 55). Orphan’s (2018) research echoes a similar
observation as McClure and Fryar (2020) that regional public institutions are not necessarily
restricted to proceeding along a specific pathway in response to performance funding and can
even begin to open up to executing strategies not previously deemed viable or palatable, such as
setting new academic standards or creating new academic programs that allow for faster degree
completion over others. At the same time, such institutions may be forced to reevaluate their
historical missions and consider how such decisions impact communities that have grown
accustomed to more accessible higher education opportunities. Similarly, Kelchen (2018)
pointed out that public institutions with a history of admitting a broader population of students
can choose to become more selective and adjust financial aid awards in order to draw
academically stronger students over less-college ready applicants, thus raising the institution’s
student profile and driving greater degree completion. In the same instance, such institutions can
be better resourced to enroll and serve a more targeted population of underrepresented, at-risk
students, whereas those institutions serving a larger pool of at-risk and low-income students who
struggle academically face the dilemma of stretching already limited resources even further
(Kelchen, 2018).
Amongst other researchers, it is this transition to greater selectivity that is often
mentioned as a negative outcome of studies on performance funding. Favero and Rutherford
(2020), while acknowledging Kelchen’s (2018) study outcomes indicating increased academic
standards leading to increased graduation rates, also pointed to inadvertent stratification in
quality and reputation between less-resourced MSIs, specifically HBCUs, and non-HBCUs.
Amongst conclusions drawn by researchers is the appearance that policy makers have the
“potential to reinforce existing inequalities across campuses and can have important
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consequences for institutions, institutional actors, and students” should the focus turn largely to
creating efficiencies over equity (Favero & Rutherford, 2020, p. 21). Zerquera and Ziskin (2020)
regarded PBF as having a negative impact on urban-serving research universities (USRU), as
these institutions operate with missions focused on service contributions to urban communities,
as well as providing educational access to marginalized individuals. Viewing PBF as a
potentially destabilizing force for such institutions, researchers encourage policymakers to
consider not only potential financial benefits but the societal impact such funding practices might
have on the surrounding community (Zerquera & Ziskin, 2020). Boland’s (2020) analysis of
graduation data amongst institutions operating with and without PBF models noted that HBCUs
operating under PBF requirements awarded fewer degrees versus HBCUs operating without, a
PBF model, as well as all other non-HBCUs. The researcher acknowledges that PBF models may
be “politically motivated policymaking based in partisanship as opposed to evidence-based
lawmaking,” there remains the possibility that institutions, particularly MSIs, could be driven to
adjust their original missions and admission standards in order to supplement their funding at the
expense of “high-needs student populations” (Boland, 2020, p. 665). In sum, research on the
issue of performance funding generates similar reasoning to justify its implementation (i.e.,
accountability, efficiency, transparency, innovation); however, debates continue regarding how
such policies impact the concept making higher education accessible to all populations,
particularly those institutions originally established to serve less-academically prepared students.
Presence and Influence of Student Support Systems
With pressure to improve student outcomes as part of PBF, institutional leaders may also
be pressed to take into consideration those factors that most influence Underrepresented Minority
(URM) students’ retention and academic success rates, particularly amongst Blacks and

33
Latino(a)s heavily recruited by higher ed institutions across the United States. A number of
researchers have produced studies recognizing the importance of social and familiar support
systems on students’ college-going experience, as well as the economic considerations impacting
URMs and their families (Budescu & Silverman, 2016; Mattern et al., 2015; Samuelson &
Litzler, 2016; Xu & Webber, 2018). Studies also consider the impact of academic and social
integration significant influencer in student success amongst URMs and first-generation college
goers, though not in the same context as originally promoted by Tinto’s model, which originally
fixated on the theory that to be successful students must separate themselves from earlier familial
and social connections to wholly focus on integrating themselves into their college environment
(Ishitani, 2016; Tinto, 1993; Xu & Webber, 2018).
Pre-College Considerations
A longitudinal study by Flores et al. (2017) focused on understanding the precollege and
college factors that might influence retention and completion of a sampling of Latino(a), White,
and Black college students in Texas colleges and universities. Researchers in this study
determined state completion data resembled national data indicating similar gaps, with the most
significant pre-college factor influencing college completion being whether Blacks and
Latino(a)s attended a “high-minority high school” (Flores et al., 2017, p. 912). One data point
generated from the study indicated economic factors were most significant for Latino(a)
students, pressing them to enroll at 2-year community colleges in greater numbers whereas
greater numbers of Whites enrolled at 4-year institutions. For Black students, academic
preparedness was the major concern influencing college success, with Latino(a)s and Whites
who enrolled in 4-year institutions showing less concern in this area. Ultimately, in gathering
student input, findings indicate that needs of individual demographic groups have some
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similarities on influences to later college retention and degree completion. Arellano’s (2020a)
longitudinal study of Latino(a) (Mexican-American/Chicanos, Puerto Rican, and Others) college
students attending PWIs and MSIs examined the influence of personal and college environmental
factors on degree completion. As with Flores et al. (2017), Arellano chose to factor in the
possible presence of pre-college influences to the college experience in addition to current
environmental factors. Similar to Flores et al. (2017), Arellano’s (2020a) study group did not
convey high school education as a substantive influence on their college performance but did
repeat certain social and economic factors influencing the college selection process, such as
proximity to home, cost of attendance, and number of institutions applied, with some variances
depending on the subgroup. Economics considerations above all others would play the
overarching factor influencing retention and completion, particularly once a student arrived on
campus. For Latino(a) college students to be academically successful, Arellano (2020a)
concludes an institution must utilize sources of economic, academic, social, and cultural capital
coalesce to foster a welcoming environment that contributes to Latino(a) students graduating
within 6 years.
Institutional Influences
Xu and Webber (2018) conducted a case study of the retention Black and White students
at an urban public research institution as an outcome of integration into the college environment.
Testing a revision to Tinto’s model placing greater significance on social support structures to
enhance student retention, responses from the sample of White students indicated being in an
“enjoyable learning environment” contributed to degree competition, while Black students
pointed to the presence of an “institutional commitment to academic quality,” including
considerations on class size and instructor accessibility and support (Xu & Webber, 2018, p. 16).
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Regardless of race, academic performance contributed to the potential for students to remain
enrolled, though Black students conveyed a stronger preference for the presence of an
institutional support structure that does not significantly intrude on student preferences for
engagement; more specifically, having the choice to choose which sources of support to utilize
was more significant than actual direct interventions.
Hilts et al. (2018) conducted a case study of URM STEM students attending a large
public university in the U.S. Southwest examining the factors that lead to their retention and
academic success. Overall, the motivation to succeed and remain enrolled was influenced by
feelings of autonomy, competence, and relatedness. As with previous research students, URM
STEM students’ indicated confidence contributed to the ability to think and choose freely as a
result of the presence of teacher support and encouragement. Competence, or “the degree to
which an individual believes that they can complete a task successfully” (Hilts et al., 2018, p.
746), also influenced by the overall institutional support structure available to help students
succeed, particularly when role models who look like them may be in short supply. A sense of
relatedness points to the feeling of belonging and respect an individual perceives in the learning
environment, both from peers and teachers. Samuelson and Litzler (2016) also evaluated the
institutional influences on URM engineering students to be successful. Students referenced
experiencing a culture where they were given encouragement and advice to remain resilient
despite the challenges they faced in an academically rigorous program, leading to an overarching
understanding amongst students that finishing was recognized as a means of achieving their
career goals. Students also spoke to the importance of establishing and maintaining a diverse
support network (including peers, teachers, and advisors) as a means of persisting. In addition to
developing their college support system, students referenced the importance of maintaining
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family relationships and turning to familial figures as another method of coping educational
challenges and overcoming periods of doubt, experiences which encouraged some to set a
positive example by becoming role models to younger students similar to themselves.
Alternately, Stevens et al. (2018) utilized national survey from the American Health
Association to assess the impact of discriminatory experiences on academic performance
amongst URM populations attending PWIs and MSIs in the United States. Results from the
study noted several observations. First, URM students were more likely to experience greater
levels of discriminatory behavior than their White counterparts, with Black students experiencing
“increased odds” of discrimination amongst URM groups (Stevens et al., 2018, p. 669). Also,
among URMs the study determined Latino(a)s and Asian students reporting discriminatory
behavior were more likely to experience a negative impact to their academics than for Whites,
whereas Black did not report as significant an impact. Lastly, depending on specific racial/ethnic
background, URM students were two to four times more likely to report discriminatory
experiences or behavior than White students. As the study included both PWIs and MSI,
researchers noted that results indicated discriminatory events may also be experienced at MSIs
but at a reduced level that may not always be reported as often as might occur at PWIs. A final
discussion point of the study recommends acknowledgement of the presence of discrimination in
its broadest forms can be present at PWIs and MSIs through personal interactions and behaviors,
as well as through “institutional policies and practices” (p. 871).
Garcia and Ramirez’s (2018) case study of one 4-year Hispanic Serving Institution (HSI)
provides context of how an institution may run into conflicts with adjusting to changing student
demographics and how it serves and supports its students. The study sought to learn from
institutional agents, or those leaders within the institution “who occupy relatively high positions”
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and who have the ability “to provide key forms of social and institutional support” to students
(Garcia & Ramirez, 2018, p. 356). The four individuals whose narratives were captured in the
study promoted behaviors that earned them labels as student advocates, resource agents, and
coaches within the institution. However, while this and earlier studies point to the benefits of
social capital in students’ college-going experience and success, including the positive impact of
peers and faculty, it is not always a given that institutional leaders will proactively act in the best
interests of their students. In some instances, leaders and other institutional personnel may serve
as “gate-keeping agents” who work to limit resources “to individuals who possess privileged
class and race and who exhibit dominant forms of social capital” (Garcia & Ramirez, 2018, p.
360.) This is particularly important when considering the history of the institution and its original
mission. Garcia and Ramirez (2018) noted that some HSIs were not originally established as an
MSI; some evolved into their status through demographic changes. As a result, they operated
under a culture with established practices, policies, and procedures that have yet to adapt to their
new status or current condition. However, a transition to an HSI, as with other types of
institutions, may require institutional leaders to proactively work in disrupting “structures that
limit minoritized students’ access to social capital networks” that empower students to become
academically successful.
Financial Implications on Academic Persistence and Success
In addition to social and familial factors in college selection, persistence, and academic
success, economic considerations leading to the funding of college education is an area that
crosses all demographic groups of college-going students. Such considerations are expected to
continue as government funding for higher education decreases or remains flat, and institutions
struggle to make up the difference from increasing costs of educational delivery while
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responding to calls for improved performance outcomes from a growing college population
(Delaney & Kearney, 2016; Hu & Villarreal, 2019; Turner, 2018). One method that institutions
have resorted to making up for new or unresolved expenses is to shift the difference in costs to
students and their families (Delaney et al., 2016; McClure et al., 2017; Umbricht, 2016). Related
research also includes discussion of the methods students and their families pursue to fund
postsecondary education, the issue of student debt, and the impact of financial stressors on the
college-going process.
Student Aid Options and Student Debt
To pay for a college education, students and their families seek out financial aid
opportunities, such as scholarships, grants, and student loan programs available through the
educational institution, with scholarships typically awarded on the basis of academic merit (i.e.,
high test scores or high school GPA), while grants and loans are made available using needbased criteria (i.e., family or personal income and economic status; Custer & Akaeze, 2021;
Kramer et al., 2018). For some students, another means of paying for a college education may
require balancing studies with work commitments (Boatman & Long, 2016; Darolia, 2017). In
order to be considered for financial aid, students must first submit the Free Application for
Federal Student Aid (FAFSA), which collects student information and data utilized by
educational institutions to determine potential funding to cover the cost of tuition, fees, and
related educational expenses (Taylor & Manor, 2021). Students eligible for scholarships and
grants do not typically require repayment of monies awarded as long as the student maintains or
achieves specific criteria to continue such funding for the future; loans, however, must be repaid
within a certain period but give students and families the ability to accept, decline, or modify
amounts received (Herzog, 2018). This freedom may come at a cost, as loans may play a
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negative role in persistence for those students with greater economic need, particularly for those
students completing their first year of study, as well as those who exhaust their maximum
eligibility of loan funding due to low-income status. Ultimately, the amount students borrow in
loans beyond what is covered by other funding opportunities (i.e., grants, scholarships, personal
funds) serves as an indicator of the potential risk a student faces in their degree completion
(Herzog, 2018, p. 297).
Britt et al. (2017) pointed to two factors leading to student loan debt increasing beyond
the common refrain of tuition increases: lack of clear academic focus early in students’ college
careers which prolong study, and lack of exposure to financial educational and understanding of
debt management. A study of college stop-outs self-reported having several thousand dollars
more in loan debt in early college years than those who remained enrolled, while those who selfreported a high debt load but continued with their studies showed a significantly greater chance
of stopping out versus those with lower debt loads (Britt et al., 2017). Surprisingly, those
students who sought out financial aid counseling showed a greater propensity of stopping out
compared to students who did not pursue such counseling, though the student population
exhibiting this behavior tended to be older, held greater debt loads, and may have been more
greatly influenced by personal matters at home.
Student Debt Impact on Academic Performance
Kim et al. (2017) researched the impact of loan indebtedness on college students and
their progress to completion. Initial research acknowledges the use of multiple student aid
sources to fund increasing costs of college, including student loans and even credit cards. There
is a lack of earlier studies investigating money management practices within the student’s family
unit, though some studies have uncovered decreased high-school and college completion rates
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amongst certain economically challenged demographic groups (Kim et al., 2017). Kim et al.
(2017) determined that Blacks and female students tended to have higher loan debt compared to
those who were White and employed. Individuals coming from supportive family units were also
likely to provide some financial support, but that did not impact the likelihood of students
securing student loans to cover the remainder of college costs. No single characteristic impacting
the college-going process was applicable to all groups, though Black students tended to focus
more on college affordability as they carried greater loan debt over White students. While the
study focused only on Black and White student populations, Kim et al. (2017) recommended
institutions consider providing greater access to financial counseling to URMs and economically
challenged students and their parents, including discussion of developing a financial aid plan to
fund college costs. This occurs at a time when college completion rates are not increasing
relative to increasing college costs and student debt.
Social, economic, and familial factors are points of consideration in Witkow et al.’s
(2015) study of college persistence among a group White, Latino(a), and Asian college students
from Los Angeles, California. Earlier studies record stronger academic high school performance
leading to improved academic performance in college, though higher socioeconomic status was
found to enhance academic performance than those from lower socioeconomic backgrounds,
namely Asian populations as the former and Latino(a) populations in the latter position (Witkow
et al., 2015). Family influences and obligations can be significant influences on student
performance, particularly among immigrant groups, though academic commitment may depend
on the value placed on education over supposed family obligations. Discriminatory experiences
in secondary education, specifically involving teachers, may also impact the academic trajectory
of ethnic minorities and immigrant groups. For those ethnic minorities who enter college, they
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may face a variety of challenges and crises, such as meeting the financial costs of college,
maintaining and contributing to family obligations, and overcoming potential discriminatory
behaviors from others in the college environment. Witkow et al. (2015) found college persistence
rates were greater among White and Asian students than Latino(a) students, with first-generation
Latino(a)s showing lower persistence rates than second- or third-generation students. A greater
sense of family obligations and discriminatory interactions dampened persistence rates slightly;
however, the ability to pay for college increased in importance, with Latino(a) students placing
greater concern on financial aid funding and the ability to contribute to their families over Asian
and White students. Thus, institutions are encouraged to consider the potential impact of familial
and societal influences on college persistence and degree completion among certain demographic
groups, as well as the financial considerations students may face in funding their college
education while potentially contributing to their family’s needs.
Baker and Montalto (2019) conducted a case study examining how financial
considerations influence academic performance for students at a large public university in the
Midwest. Results indicated first-generation students tended to have lower GPAs than peers who
had at least one parent who pursued college studies (Baker & Montalto, 2019). Also, financial
stress emerged as a factor among students earning a lower GPA, while those showing only
moderate financial stress did not result in a lower GPA. Students of color indicated a higher level
of student loan debt that White peers, suggesting the financial stress levels of URMs would
negatively impact their academic performance as compared to Whites. Further research points to
how financial stressors impact students’ mental health as well, further eroding college
progression and degree completion (Cadaret & Bennett, 2019; Jones et al., 2018). Cadaret and
Bennett (2019) indicated financial stressors can contribute to anxiety and depression for a range
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of demographic groups, including women, students of color, first-generation, and nontraditional
age students. Students’ ability to cope with academic and financial stressors may be alleviated to
a degree by family and peer support groups, but may also require greater institutional services
focused on assisting students with adjusting to the college environment as part of retention and
degree completion plans (Jones et al., 2018). Ultimately, a lack of understanding and support
provided by the institution in maneuvering through the college student aid process can be a
negative influence on low-income, first-generation, and URM populations in their college plans,
especially for those groups that are culturally or socially averse to taking on loans or other forms
of debt risk (Evans & Boatman, 2019; Harper et al., 2021; Serna, 2019).
State of HBCUs in U.S. Higher Education
Researchers in the field of higher education have long recognized HBCUs for their
contributions in providing accessible educational opportunities, fostering close-knit relationships,
and supportive environments amongst Black college students in the United States (Darrell et al.,
2016; Njoku et al., 2017; Ramirez et al., 2020). However, the establishment of these institutions
did not occur overnight. Education historians chronicling the evolution of U.S. higher education
highlight how opportunities remained largely limited to wealthy and upper middle-class
populations of the United States who could afford to study at private, religiously-affiliated
institutions, until passage of the Morrill Act of 1862 allocated federal lands to sell for the
development of agricultural and mechanical schools to provide educational opportunities to a
broader segment of the population (Hutcheson, 2020; Thelin, 2019). While schools serving
Black populations existed in the United States from the early 1800s onward, enrollments were
small and required the active involvement of alumni and religious groups, as well as
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philanthropic individuals and organizations, to help support these institutions in the absence of
governmental supports (Cohen, 2007; Leak & Reid, 2010; Redd, 1998).
Initial federal support for the development of Black colleges did not emerge until passage
of the Morrill Act of 1890, which allowed for a second round of federal land sales (Gasman et
al., 2015; Redd, 1998; Thelin, 2019). In this instance, the federal government specified the use of
funds generated from land sales be allocated to support the development of new Black colleges,
or the opening of existing programs to Black students (Noftsinger & Newbold, 2007; Wheatle,
2019). However, while the 1890 legislation provided states the opportunity to use funds
specifically for the establishment of Black-serving institutions, there was no mandate at requiring
comparable facilities, programs, or conditions as found at existing White-serving institutions.
Recalling the lack of federal engagement mandated from earlier Morrill legislation, researchers
point out it was not be until passage of the Civil Rights Act of 1964 and the Higher Education
Act of 1965 that the federal government would engage in more direct action by mandating
federal funding for newly designated minority-serving institutions to address the disparities
created from local and state-sanctioned “separate but equal” practices in colleges (Boland, 2018;
Gasman et al., 2015; Perna et al., 2006; Young et al., 2015). Even with federal legislation meant
to drive improved educational opportunities for underrepresented populations, resistance from
local and state entities and ensuing legal wrangling have blunted the original intentions of the
1964 and 1965 Acts (Brown, 2013; Harbour, 2020; Lee, 2010; Perna et al., 2006).
HBCUs as a Welcoming Place
In developing a framework for Black college student success, Arroyo and Gasman’s
(2014) research characterized HBCUs as having supportive environments; being accessible and
affordable; and conducive to the promotion of student achievement, as well as identity- and
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value- development. The presence of such characteristics is described as a “grand outcome”
created by the holistic environment for success that many (but not all) HBCUs cultivate for their
students (Arroyo & Gasman, 2014, p. 71). Pichon (2019) added to the characterizations assigned
to HBCUs, recognizing the presence of a “culture of care” amid a “nurturing environment”, as
well as a respect for institutional history and traditions (p. 189). For Black college students,
alumni, and their families, HBCUs serve as both educational havens and societal safe zones in
less than welcoming places and stressful times (Johnson, 2019; Williams & Johnson, 2019).
Research points to the need for individuals within the HBCU institution (senior-level leaders,
faculty, staff, and even students) to recognize their roles as key stakeholders with the means and
ability to fostering Black student engagement and success at a time when such support may not
be present at PWI institutions (Lockett et al., 2018; Ramirez et al., 2020). Darrell et al.’s (2016)
case study of social work students at Morgan State University point out the significance of
HBCUs, describing these institutions as “second only to Black churches in developing leadership
and providing educational opportunities and community services to African Americans” (p. 43).
Johnson (2019) engaged Black alumni to better understand their motivations for pursuing a
college education at an HBCU. Alumni mention hearing family members express genuine pride
in their alma maters, sometimes with the purpose of furthering a family legacy. School teachers
and counselors, another conduit of positive feedback on HBCUs, served as guides in
maneuvering through the college application process. These voices took on greater significance
in situations where up-and-coming Black college students felt isolated amongst their
predominantly White peers and school officials. Seeking to break away from being the “only” or
“token” of their race, these Black college students sought a place where they could be part of a
supportive community and extended family (Johnson, 2019).
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A quantitative study by Williams and Johnson (2019) examined the relationships of
Black women college students and their HBCU faculty. In this study, data analyzed from the
National Survey of Student Engagement (NSSE) uncovered that those Black female collegians
who reported higher grades also reported stronger relationships and engagement with faculty
members versus those students reporting lower grades. In sum, “positive relationships with
faculty are a vital part of students feeling connected to their university environment” (Williams
& Johnson, 2019, p. 121). Revisiting Darrell et al. (2016), HBCUs (e.g., the social work program
at Morgan State) are places that foster “the relationship-building process” where faculty nurture
students, recognizing their individuality and potential, which then contributes to students’ ability
to self-reflect on their own potential and abilities (p. 46). Beyond faculty, Lockett et al. (2018)
also recognized the importance of senior leaders maintaining a certain level of engagement with
students as a means of furthering the HBCU mission “of community uplift and progress” (p. 8.)
From a practical perspective, the limited resources of HBCUs may make it more common for
senior leadership to be more engaged in student support activities, giving students a greater sense
of connection to their institution and leadership than might be experienced at other types of
institutions.
Results From the HBCU Dynamic
While there is an abundance literature lauding the accepting and supportive environment
of HBCUs, literature also points to some of the tactics and eventual outcomes generated within
such a cultural dynamic. Slade et al. (2015) shed light on the use of transition or bridge programs
as a method of helping new students at HBCUs get acclimated to the college environment with
the goal of improving student retention and persistence rates. Such programming typically
involves students living on-campus, completing summer coursework, and participating in
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personal development workshops. In addition to these early transition support programs,
literature has focused on the push by HBCUs to invest financial resources, towards science,
technology, engineering, and mathematics (STEM) programs as a means of fostering Black
student success to enter these high demand fields (Gasman & Nguyen, 2016; Lee et al., 2019).
Even with such investments paying off in the high number of Black students earning their STEM
degrees from an HBCU, the focus on establishing personal relationships amongst faculty, staff,
and peers is a common refrain students share as a reason not just for their remaining in STEM
programs but also for completing said programs (Garrett et al., 2017). A study of HBCUs and
HSIs in Texas by Flores and Park (2013) uncovered evidence that Black and Latino(a) students
attending these MSIs had equivalent graduation rates as similar profile students attending nonMSIs. A broader study by Gordon et al. (2021) of 83 4-year HBCUs in the South and
Southeastern United States goes even further, pointing to a 10% greater graduation rate for Black
students than those graduating from non-HBCUs, relating the positive difference in graduation
rates to both a supportive culture and the active engagement taken by students in their respective
institutions.
Struggles of HBCUs
Despite the positive attributions ascribed to HBCUs, these heavily relationship-focused
institutions encounter challenges and misconceptions not typically encountered by their PWI
counterparts, even when research indicates the influences of secondary-school education and
socioeconomic status bear greater influence that an institution’s history or mission (Commodore
& Njoku, 2020; Flores et al., 2017; Waymer & Street, 2016). Black students continue to enroll,
persist, and graduate from PWIs, choosing to adapt and press on through situations where they
face microaggression and race-related questions of ability and belonging by White peers and
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institutional personnel, all as a means for securing available financial aid support and a perceived
higher quality education (Griffith et al., 2019; Patterson, 2020; Wood & Harrison, 2014). Black
students’ decision to pursue a college education at PWIs occurs at a time when institutions face
legal challenges over their affirmative action programs while also struggling to recruit and retain
diverse student populations to meet federal mandates outlined in civil rights laws (Boykin &
Palmer, 2016; Brown, 2013). Federal funding shifts away from grant programs to loan programs
and state funding cuts for higher education have resulted in increased tuition and fee costs and
greater financial burdens being placed on students and families (Fuller, 2014; Loberti & Roth,
2018; Powell & Scott, 2013).
Changes in financial aid standards to secure parent loan programs during the Obama
administration negatively impacted HBCUs, as approximately 90% of Black students enrolled at
these institutions pursue various forms of financial aid tools to cover college costs, compared to
PWIs where White students typically pursue less aid funding (Johnson et al., 2019). Thus,
institutions must be creative heading off potential negative impacts to both retention and
graduation rates as students in financial need lose access to funding options to cover increasing
tuition and college-related costs (Goldrick-Rab et al., 2021; Herzog, 2018; McClure et al., 2017).
The restriction of educational funding support comes at a time when research indicates the
graduation rates of Black students attending HBCUs are on par with Black students attending
PWIs, creating further challenges to the reputation of the minority serving institution (Boland,
2020; Montgomery & Montgomery, 2012). With the loss of Black students to PWIs and
educational aid funding, resource starved HBCUs are pressed to identify more efficient means of
operating while generating new revenue streams to offset drops in government allocations
(Brown & Burnette, 2014; Coupet, 2017). Such pressure is further enhanced as state and federal
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officials demand evidence of improvements in exchange for performance funding under the
guise of accountability and greater operating efficiency (Boland, 2020; Jones, 2016).
One area of challenge HBCUs must also face is the maintenance of accreditation
standards. Burnett (2020) pointed to regional accrediting bodies, such as the Southern
Association of Colleges and Schools Commission on Colleges (SACSCOC), providing
legitimacy to the public that institutions within their geographic areas meet certain academic
standards. Those institutions that regularly meet accrediting standards have greater opportunity
to benefit from the receipt of federal financial aid funds for their students, or face sanction and
loss of resources until standards can be met (Bennett et al., 2015). Individual programs and
colleges may also have the option to seek out specialized accreditation standards in addition to
institutional accreditation (Bennett et al., 2015; Fester et al., 2012). For HBCUs, these
specialized accreditations assist the institution in recruiting and retaining students by conveying
the program or college has achieved academic standards also found at better-funded PWIs
(Anderson et al., 2017; West & Moore, 2015). Only a limited amount of literature at present
sheds light on the approach taken by HBCUs to survive the potential ramifications of losing
accreditation, such as improved fiscal management, new and more focused leadership
engagement, and new operating models, providing these institutions with little guidance in
helping them remain viable for the long-term (Castro Samayoa & Gasman, 2018; Davis, 2015).
However, one point is clear. Resource-constrained institutions like HBCUs have typically faced
greater challenges in maintaining resource-intensive accreditation standards, facing sanctions not
typically applied to non-HBCUs, as well as the necessary closure of institutions that could not
overcome a loss of accreditation (Anderson et al., 2017; Baylor, 2010; Burnett, 2020; Fester et
al., 2012).
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College-Age Latino(a) Students and the HBCU
A desire for a quality education, opportunity to grow and develop, and the ability to do so
in a welcoming environment are key takeaways found in the limited research examining nonBlack students enrolling at their respective HBCUs. Such literature includes studies of Asian,
White, and Latino(a) student perspectives (Arroyo et al., 2016; Maramba et al., 2015; Palmer &
Maramba, 2015a, 2015b), while an even smaller pool of literature studied Latino(a) students only
(Allen, 2016; Allen & Stone, 2016; Allen et al., 2020; Palmer et al., 2015). Maramba et al.
(2015) found similarities among Asian and Latino(a) students to those expressed by Black
alumni (Johnson, 2019) for pursuing a college education, such as encouragement and longvoiced expectations to continue on with their education by family, peers, and other influential
figures. In choosing to specifically enroll at an HBCU, the influence of family and older figures
dropped off while peer influence increased, particularly if those peers happened to be Black or
had themselves gone on to enroll at an HBCU. Ultimately, practical reasons such as lower
financial cost and proximity to home and family weighed in as significant factors at enrolling at
an HBCU. A separate study involving Asian, Latino(a), and White students mirror similar
themes of proximity to family and affordability, “institutional openness” and breath of academic
offerings (Arroyo et al., 2016, p. 368). While some non-Black study participants expressed
hearing some negative perceptions of HBCUs, the positive themes previously outlined weighed
significantly in their decision to enroll.
Non-Black Student Perspectives in the HBCU
Arroyo et al. (2016) examined not only initial reasons to enroll among non-Black
students, but experiences following their enrollment. Non-Black students expressed positive
relationships with faculty that contributed to their success in college, as well as an openness to
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engage in the classroom discussion. At the same time, classroom discussions sometimes
devolved into positions of Black versus “others” scenarios, with similar “overt or covert racebased negative interactions” involving extracurricular activities (Arroyo et al., 2016, p. 370).
Despite experiencing moments of feeling excluded or viewed as an outsider to the predominant
Black culture, most participants expressed gaining a greater perspective on issues of racial
disparities that exist in society and having a greater appreciation for HBCUs. One of the first
studies published on non-Black HBCU students addressed the issue of Asian and Latino(a)
student experiences with faculty. Students expressed having a “supportive and student-centered”
faculty who worked to “build rapport with their student and try to be critical agents of support”
on both academic and personal issues (Palmer & Maramba, 2015a, p. 117). At the same time,
participants felt faculty too often held to a narrow focus on cultural issues, specifically those
faced by the majority Black students, similar to experiences documented by Arroyo et al. (2016).
As a follow up to their article addressing faculty relationships, Palmer and Maramba (2015b)
addressed the issue of racial microaggressions felt by Asian and Latino(a) students. In this
instance, Asian participants expressed the need to overlook being stared at by Black peers and
athletic teammates, as well as being racially stereotyped for their potential math or science skills.
Latino(a) participants also experienced being stared at or sometimes feeling unwelcome by
others on campus, and even receiving veiled negative comments from Black friends and athletic
teammates. The “microassaults” and “microinsults” experienced by Asian and Latino(a) students
disappeared over time, but those on the receiving end of such microaggressions admitted merely
accepting such behavior by friends and peers, or rationalizing said behavior and comments as
jokes due to lack of personal connection (Palmer & Maramba, 2015b, p. 717). Participants did
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not report efforts by institutional leadership in stepping forward to calm or dissuade such
comments from occurring.
Influence of Support Networks on Latino(a) Students
While research focusing on non-Black students enrolling and progressing through a
HBCU is small relative to research on Black collegians at similar institutions, research focused
solely on Latino(a)s’ pursuit of education at HBCUs is even more limited. Allen’s (2016) study
of invalidation experienced by Latino(a) students at a Texas HBCU is prefaced with Rendon’s
concept of validation, which is “an enabling, confirming and supportive process initiated by inand out-of-class agents that foster academic and interpersonal development” (p. 462). Validating
experiences expressed by participants included having close, supportive, and engaging
relationships with faculty, staff members, and peers. This support network also included close
family members and even off-campus employers. Invalidating experiences involved situations
where off-campus work commitments or living arrangements did not allow for the possibility of
establishing close relationships with faculty. Additionally, some participants received negative
responses from family members who questioned the decision to attend an HBCU. Lastly,
participants expressed a desire for the institution and its leadership to take steps in supporting the
needs of Latino(a)s on campus through cultural programming and extracurricular inclusion, but
more importantly in acknowledging a Latino(a) student presence at the institution.
Allen and Stone’s (2016) participants also acknowledge the importance and influence of
Latino(a) family relationships in their transitioning to the college environment, specifically from
parents who may or may not understand the college-going experience. In some instances,
relationships with pre-college peers did not last beyond enrollment due to the differences in
direction individuals pursued in their lives, which then required Latino(a) students at the HBCU
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to take steps to establish new peer networks that were more conducive to their college-going life.
For Latino(a) participants, the college experience required a shift in academic practices as well,
such as learning time-management skills and seeking out peer or tutoring support that might not
have factored into earlier educational experiences. Still, Latino(a) students’ enrollment at an
HBCU was made easier as a result of growing up and interacting with Black individuals in
school and the surrounding community. The bigger struggle for Latino(a) students was the
adjustment to a new environment, which sometimes required the establishment of a new support
network. While participants focused on their evolving relationships with family and friends, no
mention was made of the institution’s efforts to assist in the transition process.
Allen et al. (2020) also emphasized the importance of a support network in a study
focusing on undocumented Latino(a) students enrolled at an HBCU. As with Allen and Stone
(2016), this study not only highlighted the impact of familial relationships, but the significance
of consejos (advice) shared by parents and family, and even the nonfamilial perspectives of
“peers, neighbors, or clergy” (Allen et al., 2020, p. 338). With so many individuals potentially
providing advice and sharing both positive and negative experiences, Latino(a) college-going
students potentially face even further complexity to their decision-making process if they are
undocumented in the United States. While the perspectives examined in this study were shared
by only two student participants, Allen et al. (2020) uncovered a new point of discussion that
institutions may not be aware of, let alone be fully prepared to address; that of the presence and
needs of undocumented Latino(a) students which may be different from resident Latino(a)
students. In sharing their experiences, the two participants expressed support and encouragement
from family to do well in school and consider going to college, even in the absence of financial
resources. Though neither were familiar with HBCUs, the advice they each received from their
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extended networks motivated them to seek admission. Both ultimately enrolled due to the
welcoming reception they experienced, sense of opportunity from the available academic
offerings, and financial support they received or had access to from the institution. As Is point
out, while undocumented Latino(a)s may represent a small subgroup of the overall Latino(a)
college student population, they share similar characteristics in the presence and influence of
familial bonds and a willingness to pursue new opportunities in unfamiliar options. Of greater
significance is the experience of feeling welcome and the promise of greater opportunity via an
affordable education. Second to HSIs, HBCUs hold great promise in being able to contribute to
Latino(a) educational advancement through shared cultural similarities of Black students at a
college environment that provides close-knit community, greater instructional attention, and the
affordability sought by lower-income, first generation Latino(a) college students (Capers, 2019).
While these potential commonalities in institutional preferences exist, that is not to say conflict
may not exist with the arrival of greater numbers of Latino(a) students on HBCU campuses.
Considerations for HBCU Leaders
HBCUs largely emerged during the second half of the 19th and first half of the 20th
centuries and were the first recognized minority-serving institutions established as a means of
providing advanced educational opportunities to Black students when established White-serving
institutions would not (Gasman et al., 2015; Redd, 1998; Thelin, 2019). Supported by local
communities, alumni, religious groups, and philanthropic-minded individuals and entities,
HBCUs faced many challenges to their survival, with some succeeding and prospering while
others ceased to exist along the way (Cohen, 2007; Leak & Reid, 2010; Redd, 1998). With the
desegregation of public education systems and court challenges on institutional affirmative
action practices, HBCUs must respond to questions regarding their continued role in higher
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education at a time when institutions work to diversify their student bodies (Harley, 2001; Jones
& Phillips, 2020; Lee, 2010). In describing the hurdles faced by HBCUs at the beginning of the
21st century, Brown (2001) commented that policy makers “rendered public black colleges the
sacrificial lambs in the quest to desegregate public systems of higher education” (p. 47). Nearly
20 years later, as Commodore and Njoku (2020) pointed out, societal upheaval surrounding race
and the need for safe and welcoming places for those of color may lend credence to the argument
for the need and continued support of HBCUs. This is especially timely as institutional leaders of
PWIs face questions on their responsiveness to incidents of microassaults and microaggressions
against students of color despite institutional diversity and inclusion initiatives and practices
(Barnett, 2020).
Resistance to Change
Acknowledging a shift in the historical college choices among Black students, Brown
(2013) comments, “It can be asserted with confidence that the world has changed and therefore
so has the world of historically Black institutions of higher education” (p. 4). With competition
increasing among the various types of U.S. higher education institutions for Black students, and
in response to questions of the need for HBCUs, the recruitment and retention of non-Black
students is seen by HBCU leadership as a potential path forward in maintaining institutional
viability while also complying with governmental and judicial mandates at integration and
diversification (Booker & Campbell-Whatley, 2019; Henry & Closson, 2010; Shorette & Arroyo,
2015). As researchers investigate the experiences of non-Black students at HBCUs, research is
also emerging examining the perceptions of Black student and faculty regarding the arrival of
non-Black student on HBCU campuses, revealing mixed messages of acceptance and welcome.
In pointing out how supportive relationships contribute to the academic success of Black HBCU
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college students, two studies involving student affairs professionals uncovered potential
roadblocks to this dynamic for non-Black students. Arroyo et al.’s (2017) study identified
struggles within the institutional community in responding to such diversification. Despite efforts
at developing inclusive programming activities, student affairs professionals shared that some
Black students questioned the need to do so considering the institution’s role as an HBCU.
Student affairs professionals also observed a lack of non-Black students’ engagement in campus
programs and activities, further driving a wedge between Black and non-Black students. A
separate study found some student affairs professionals expressing mixed feelings of their own
regarding the evolving demographic dynamic on the larger HBCU mission (Palmer et al., 2018).
While most professionals recognized that access to a college education remained a hallmark of
the HBCU, they also expressed feelings the diversification process would likely face hurdles
from fully succeeding due to unengaged Black and non-Black students, but also from older
Black faculty and staff resistant to change.
Njoku et al. (2017) posed the idea that a traditionalist culture pervades the HBCU
environment in order to maintain an air of “Black respectability” as a means of protecting
students from a “harsh and racist society” (p. 784). Arroyo et al. (2017) and Palmer et al.’s
(2018) studies capture the conflicting dynamics and opinions behind creating a more diverse
HBCU student population, particularly amongst key stakeholders strongly committed to
continuing along a traditional path of operating for these institutions. While uncovering such
conflict, both studies inadvertently shed light on a new and previously unaddressed issue: the
lack of engagement and commitment by institutional leadership in overcoming stakeholder
disagreements with the diversification process. Additionally, Njoku et al. (2017) go further,
arguing institutional culture may be inherently resistant to change as a means of maintaining a
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paternalistic approach to protecting Black students from racist external thinking, practices, and
policies. Such a cultural climate may intentionally or unintentionally foster microaggression and
microassaults against non-White students of color attending HBCUs (Palmer & Maramba,
2015a, 2015b; Palmer et al., 2018). Barnett (2020) argued institutional leaders of PWIs must
convey an authentic desire to change if they genuinely seek to overcome racial disparities in
order to create a diverse and inclusive learning environment for students of color. The same
approach must be considered by HBCU institutional leaders in order for their non-Black students
to feel welcome and be academically successful.
Pressure to Change
As Arroyo and Gasman (2014) pointed out, HBCUs, much like those institutions
operating from a historically “Eurocentric orientation,” are not perfect and will need to adjust
their practices to become more engaged in understanding the needs of their students, particularly
at a time when college student demographics trend less heterogeneous (p. 61). Pichon (2019)
acknowledged the caramelizing, or the increase of White and Latino(a) students and faculty, of
HBCU communities, and argues these institutions will need to “create more permanent structures
that will facilitate their continued growth in diversity, equity, and inclusion” (p. 185). As with
Barnett’s (2020) study that pointed to institutional leaders being genuine in their efforts in
establishing a welcoming and inclusive environment, Pichon (2019) encouraged senior academic
and student affairs leaders to avoid “quotas, tokenism, and/or gimmicks” which might “further
exacerbate the disconnect that non-Black students and faculty experience at HBCUs, while
ensuring that Blacks on campus support their efforts at integration” (p. 188).
As HBCU leaders acknowledge internal (i.e., students, faculty, staff) and external (i.e.,
alumni) constituencies’ concerns regarding the enrollment of a larger percentage of non-Black
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students, these leaders do so with the understanding such a situation may be inevitable as they
seek out opportunities to keep their institutions viable for the long term (Arroyo et al., 2017;
Johnson, 2019; Williams & Johnson, 2019). Performance-based funding as a method of reiningin runaway higher ed spending has increased in usage and popularity among business-minded
policy makers, with two-thirds of states now utilizing such models to fund their public colleges
and universities, despite mixed-results on its effectiveness and concerns relating to the impact on
underserved students (Hillman et al., 2015; Hu & Villareal, 2018; Letizia, 2016; Li, 2019;
McKeown-Moak et al., 2013; Zerquera & Ziskin, 2020). HBCUs face even greater pressure to
meet performance goals at a time when they operate with historically uneven government
funding allocations that force these institutions to defer standard maintenance and operations on
facilities while also attempting to recruit and retain students (Boland, 2018; Brown & Burnette,
2014; Perna et al., 2006). Additionally, federal funds originally offered to a smaller number of
MSIs (but largely made available to HBCUs) through the HEA of 1965 are now more widely
distributed as a growing number of institutions claim MSI status and HBCUs compete for fewer
dollars (Byrd et al., 2019; Gasman et al., 2015). Higher ed institutions of all shapes and sizes
struggle to adequately support educational programs and institutional operations at a time when
funding sources from state and federal governments grow more prescriptive and competitive.
HBCU leadership must walk a fine line at retaining and supporting their traditional Black student
base while identifying ways to address the needs of a new non-Black student population
recruited to help meet institutional performance goals related to retention and graduation rates,
while also stemming the tide of enrollment losses to other institutions.
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Conceptual Framework
As part of the conceptual framework of the study, a review of literature focuses on an
understanding of works involving sense of belonging, marginality and mattering, and issues of
cultural engagement. Strayhorn (2019) defines sense of belonging as:
Students perceived social support on campus, a feeling or sensation of connectedness and
the experience of mattering or feeling cared about, accepted, respected, valued by and
important to the campus community or others on campus such as faculty, staff, and peers.
(p. 4)
While Strayhorn is not the original theorist behind sense of belonging, his contemporary work on
the topic is a significant guide for later researchers analyzing the impact of belonging amongst
students at institutions across the United States. In that tradition, Strayhorn and other researchers
in the field of college student success turn to work published by Hurtado and Carter (1997) on
college transition and campus racial climate, published in response to Tinto’s theory of
individual departure. Tinto’s (1993) work on student attrition determined that college students
must go through an adjustment process to the college environment that may require them to
disconnect from external influences if the student hopes to be fully integrated into campus
culture in order to achieve academic success. Otherwise, their inability or unwillingness to fully
integrate into the institutional culture may lead to their departure from college. According to
Tinto, this disconnect may even entail breaking away from influences in the student’s
community, culture, and even established relationships with friends and some family. While
Tinto would revise his work to encourage greater institutional investment in fostering student
connectedness, Hurtado and Carter’s (1997) argument focused largely on traditional PWI
populations and does not take into consideration the personal and socioeconomic factors
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influencing students from non-White backgrounds. Duran et al. (2020) argued Tinto failed to
consider the potential positive impact of previous familial relationships and racial, ethnic, and
cultural norms of non-White students in achieving academic success. Hussain and Jones (2021)
found non-White students at a PWI held a lesser sense of belonging due to experiences of
discrimination and bias, but which could be mitigated by positive interactions with peers of
diverse backgrounds, as well as a positive perception by the institution towards diversity.
Researchers now champion the cause of inclusivity and its impact on belonging,
encouraging institutions to welcome students’ families as part of the college-going process,
developing new programing acknowledging the presence of diverse backgrounds, and adopting
new policies and practices that reshape campus culture and climate for the betterment of majority
and minority students (Duenas & Gloria, 2020; Garvey et al., 2020; Hurtado & Ponjuan, 2005;
Lundy-Wagner, 2015). Other research has even examined the benefits of greater sense of
belongingness as a means of improving academic success but student mental health as well
(Swanbrow Becker et al., 2017; Gopalan & Brady, 2020). Ash and Schreiner (2016) delved even
further than the concept behind sense of belonging, investigating the concept of sense of
community, whereby individuals in the college setting have deeper relational bonds described as
“feelings of ownership, emotional connections with others in the community, and interdependent
partnerships” that foster student success (p. 40).
As can be inferred from the literature, the desire of any individual, regardless of
background, is to gain a sense of belonging within the environment they inhabit and the people
they interact with. Strayhorn (2019) pointed to Maslow’s Hierarchy of Need model to point out
the role belonging plays on the path from satisfying basic physiological needs to achieving selfactualization. In the middle of this progress, particularly in the developmental phase of college
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life, individuals seek to gain a sense of belonging, but they must first believe others care about
and for them, that they are “valued or appreciated by others” (p. 36). In the context of the higher
education environment, the genuine interest that peers, staff, and faculty might have for an
individual is referred to as mattering (Schlossberg, 1989). During the transition to college and
interactions with new people, individuals gain the attention of others, establish a level of
importance with others, create ego-extension when there is pride from others, establish
dependence as a result of another’s need, and appreciation for doing for another person (p. 8).
Yet in the same transition experience, Schlossberg (1989) pointed to the existence of an opposite
state of being which can emerge from these interactions, referred to marginalization. While
marginalization may be temporary for some, this state of being may be “a permanent condition”
for others, particularly for those individuals of a minority population attempting to adjust to a
new environment that is less accepting or willing to engage with someone who is different from
them (p. 6). With that marginalization comes an inability to be fulling accepted, welcomed, let
alone being able to establish a sense of belonging.
Marginalization and mattering do not simply involve race and ethnicity; it can also
influence and impact individuals due to other’s perceptions of their gender, age, sexual
orientation, socioeconomic status, personal condition, or societal affiliation (August et al., 2018;
Johnson, 2019; Rosati et al., 2019; Schaefer, 2010). For this study, the impact of race and
ethnicity are key points of consideration in examining the transition of Latino(a) students into an
HBCU, but do not disregard the potential existence of considerations that might result in
experiences of mattering and marginalization. An abundance of literature exists examining the
issue of sense of belonging in the college setting, with a smaller the pool of literature addressing
the specific issues of mattering and marginalization focusing (but not exclusively) on racial
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conditions and attitudes, particularly among Black students attending PWIs and Latino(a)
students attending college in general (Dueñas & Gloria, 2020; Griffith et al., 2019; Huerta &
Fishman, 2014; Patterson, 2020; Schieferecke & Card, 2013; Tovar et al., 2009). Future
researchers studying the issue of sense of belonging are reminded of the interrelatedness with
issues of marginality and mattering, as well as their distinctions when examining certain
populations and the overall campus culture and constituent population.
In understanding how a higher ed institution might respond to establishing a sense of
belonging for all students, an environment welcoming of others and focused on facilitating
student success, the literature provides examples pursued by institutions and their leadership at
fostering cultural engagement and even pursuing a change in campus culture. Counter to Tinto’s
(1993) original position of disconnecting from previously established relationships or external
affiliations that might inhibit success in college, Kiyama et al. (2015) referenced the importance
of understanding Latino(a) family dynamics, the concept of familismo, and the positive impact of
fostering such key relationships for first-generation Latino(a) college students. As a tangible way
of embracing familismo, Witkowsky et al. (2020) pointed to the positive impact a culturally
welcoming environment in relieving a Latino(a) parent’s fear in leaving their child behind at
college. Key to this initiative is institutional leadership willing to commit needed resources in the
form of developing Latino(a)-focused programming that involves family members and having
Spanish-language staff present to answer questions and help dispel negative thoughts parents and
other family members might have held before arriving on campus. Research on the emergence of
Latino(a) Greek-letter social organizations on college campuses speaks to the desire by Latino(a)
students for greater institutional support in meeting their cultural needs. As a means of
overcoming the isolation felt Latino(a) students at PWIs, these organizations serve as a type of
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campus family unit away from blood relations and the bonds established that contribute to a
sense of belonging that does not exist in the larger institution (Arellano, 2020b). Even with the
sense of belonging that is established within these organizations, Garcia (2019) pointed to the
marginalization these groups experience as they attempt to engage with and become a part of the
institution’s larger Greek community, dominated primarily by White and Black fraternities and
sororities and their umbrella governing bodies. Partial findings of a study on cultural engagement
and sense of belonging amongst White and non-White students by Museus et al. (2018)
postulated that “cultural familiarity and collectivist cultural orientations are associated with
greater sense of belonging in college partly because of the ways in which they function to
validate students’ cultural identities” (p. 478). Campus educators should be mindful of the
potentially broad view that culture can be take or interpreted to mean, and work to broaden
students’ understanding of culture as a means of validating and affirming the value of the
institution’s cultural communities (p. 481). Such efforts at cultural engagement not only foster
cultural awareness, they contribute to students, faculty, and staff’s ability to communicate across
cultures. In taking up the task of addressing a more inclusive campus environment, campus
leadership must move away from segmented, piecemeal approaches to serving certain racial or
ethnic groups development and take up the task of developing a strategic plan that factors in an
inclusive approach to diversity initiatives.
In reviewing the literature on sense of belonging, a deeper analysis of the existing
research ultimately led to a more focused understanding of the marginalization experienced by
underrepresented populations in the higher education environment in the form of stereotyping,
microaggression, purposeful exclusion, and outright resistance to accept others of diverse
backgrounds. A sense of belonging cannot be established without first understanding the cultural
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needs and concerns of minority population students. Institutional leaders must literally take the
lead in creating a welcoming environment for students of different backgrounds who will not
only stay until graduation, but who will pursue their degree to completion. The higher education
environment is changing, and institutions unwilling to change with it face serious repercussions
in remaining viable for the long term. In the study ahead, I seeks to uncover the perspectives of
academically successful Latino(a) students who chose to pursue their education at an HBCU,
have continued pursuing their education despite possible significant challenges along the way,
and who are on track to complete their educational journey.
Summary
A review of the literature related to this study uncovered five topical areas pertinent to
the issue of recruitment, retention, and degree completion of Latino(a) students in the HBCU
setting. The first body of literature uncovered examines the influences behind the emergence of
performance-based funding (PDF) and its impact on higher ed institutions’ funding. Viewed by
supporters as a means of driving efforts for accountability, efficiency, and innovation,
performance-based funding is now a widely utilized mechanism for allocating government funds
to institutions. Detractors, however, argue such models force underfunded institutions to limit
college access to those in most need of advanced education. A second body of literature
examines considers the importance of student support systems prior to college entry and during
college enrollment. Prior to entry, college students and their families evaluate an institution’s
viability according to economic, academic, social, and cultural considerations of the student’s
needs, varying in importance according to various demographic groups. Institutions may be
encouraged to consider such factors when developing strategies to support such populations,
particularly for those URM populations that struggle in degree completion. A third body of
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literature touches on the importance of economic considerations for some students with regard to
the availability of student financial assistance and how it factors into the student decision-making
process to attend college. While student loans have grown in usage as a means of paying the
costs of college, the debt carried by students can be a negative influence on students’ ability to be
academically successful. As a component of an institution’s strategy to support a diverse body of
students, institutional leaders may also need to factor in such concerns when developing
strategies to recruit and retain students from economically challenged backgrounds. A fourth
body of literature examines the history of HBCUs in the United States, their perceived beneficial
attributes, resulting student successes, and the financial challenges they face at a time when other
institutions are drawing away their historical base of students. This lends to a fifth body of
literature, which considers a potential pool of students that could be drawn to the HBCU
environment in larger numbers, namely Latino(a)s. While limited in comparison to the body of
research work conducted on Black students and HBCUs, research on non-Black populations
attending HBCUs points to a number of considerations may impede a recruitment strategy
targeting Latino(a) students. HBCUs carry a reputation of being a welcoming place to some, but
that experience may not be felt by all. Internal groups (faculty and staff) as well as external
groups (alumni) may be resistant to changing the historical missions of their respective
institutions; however, institutional leaders may be forced to overcome such conflicts in the face
of government pressures to adapt to the new funding dynamics of higher education.
The conceptual framework of this study examines the issue of sense of belonging and its
influence on the academic success of college students. Support systems inside and outside the
institution play vital roles in helping students enroll at an institution, continue their studies, and
ultimately completing their college degrees. Despite the existence of a wide body of literature
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examining sense of belonging, there is limited research specifically examining Latino(a)
students’ experiences in the HBCU setting. Thus, this study works to enhance this area of
literature to further the understanding of the impact of the HBCU dynamic on non-Black college
students. In Chapter 3, I outline the process followed in capturing the experiences and
perspective of Latino(a) college students enrolled at an HBCU. Research design and methods,
including research questions to be answered, the study population and sample, study approach,
and data collection and analysis components are outlined. I also acknowledge their role within
the study, ethical considerations, potential limitations, delimitations, and assumptions.
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Chapter 3: Research Method and Design
As first noted in Chapter 1, the purpose of this narrative study is to identify a group of
current Latino(a) college students through purposeful sampling to participate in semistructured,
individual interviews to understand the factors that may lead future Latino(a) college students to
enroll and persist at a 4-year public HBCU in the southern United States. As the competition
grows among higher education institutions, colleges and universities across the country must be
proactive in reaching out to diverse populations to recruit and matriculate new students. As
institutions actively recruit, matriculate, and graduate students, understanding the influences to
remain enrolled, particularly amongst students that make up a minority representation of the
overall student population, lends support to pursuing certain demographic populations with
targeted strategies. By capturing factors and influences that motivated Latino(a) students to
persist to near-graduation, institutional leadership can be better equipped to develop and
implement a strategic plan to achieve the institution’s mission of helping educate a diverse
student population.
Research Design and Methodology
As little research exists examining positive outcomes of Latino(a) college students
enrolling and ultimately graduating from an HBCU, this study sought to capture the experiences
of a group of Latino(a) students at one higher education institution via a qualitative research
approach. Saldana and Omasta (2018) pointed out this approach is appropriate “when insight into
people’s personal and social lives is necessary to answer the research questions of interest,”
particularly when researchers seek to capture individual’s personal histories, experiences, and
perspectives (p. 146). Additionally, while quantitative research seeks to uncover “if something
happened” or “did something happen” based on numerical data points. qualitative research is
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used as a means of answering questions of “Who?,” “What?,” “When?,” “Where?,” and “Why?”
(Terrell, 2016, p. 26). More specifically, this study involved a narrative research approach. The
narrative approach serves as a means of capturing study participants’ personal experiences,
which Terrell (2016) indicated are “based on specific episodes or events within the subject’s life”
(p. 155). I utilized semistructured face-to-face or virtual interviews to capture participants’
responses. Ultimately, such an approach provides researchers and educational leaders first-hand
perspectives from a targeted student population that may influence later research or future
decision-making involving individuals from similar backgrounds. There are four primary
research questions outlined for this study:
RQ1. What family support structure contributes to a Latino(a) student’s success?
RQ2. What social network might exist that contributes to a Latino(a) student’s success?
RQ3. What institutional policies/programs/activities contribute to a Latino(a) student
persisting at the institution?
RQ4. What internal and external factors contribute to a Latino(a) student choosing to
persist at the institution?
Population
The setting of the study was a public, historically Black university in the southern region
of the United States. The institution recorded an undergraduate enrollment in Fall 2020 of 8,383
students, with a racial/ethnic breakdown of 85% African American, 1.1% White, 8.2% Latino(a),
1.3% Asian, 1.8% identified as multiracial, 1.3% international, and the remaining 1.3%
encompassing Native American, Native Hawaiian/Pacific Islander, and unknown populations.
Women make up 66.5% of undergraduate enrollment, compared to 33.4% male undergraduate
enrollment.
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Sample
I utilized purposeful sampling to identify six to eight junior and senior-level enrolled
students who identify as Latino(a). The sample included three to four men and three to four
women pursuing an academic degree in the institution’s College of Business (COB). These
individuals were identified using the institution’s student data management system, which along
with official name, captures gender, color, and ethnicity; personal contact information such as a
university email address, phone number, and mailing address; academic classification of
undergraduate students (i.e., freshmen, sophomore, junior, senior); college unit; academic major;
and academic standing (i.e., credit hours earned and grade point average).
Materials/Instruments
As mentioned before, the study involved a qualitative narrative research approach. The
study included review of historical and current demographic data captured by the institution’s
Office of Institutional Research to assist with creating a profile of the study sample in contrast to
the larger institutional student population. As an employee of the HBCU to be studied, I gained
access to this institutional data. Additionally, a search of archival institutional reports was
accessible via a search of the institution’s website. The narrative approach used for this study is
noted for capturing an individual’s personal experiences as they lived them (Terrell, 2016).
Narrative research may be either descriptive, in that “respondents explain their situations” and
the events surround said situation, or explanatory, in that a personal story is shared to explain
why something occurred (Sandelowski, 1991, p. 162). In this instance, I sought to utilize both
descriptive and explanatory modes. As I seeks to capture the personal stories of participants, I
discovered participants’ responses are both descriptive and explanatory.
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The study involved semistructured, face-to-face or virtual interviews with participants,
estimated to last 60–90 minutes in length. According to Saldana and Omasta (2018),
semistructured interviews allow for a certain “degree of structure but also offer researchers
significant latitude to adjust course as needed” (p. 92). This can be particularly beneficial when a
participant’s response can lead in a direction not planned or accounted for. At the writing of this
document, COVID-19 conditions continue to limit some ability to engage in face-to-face
interactions at the site of the study. Thus, I resorted to conducting semistructured interviews via
Zoom technology, a video conferencing tool available through the university as part of its
response to conducting meetings and delivering course lecture content during COVID-19
conditions. The Zoom system includes a feature allowing for interviews to be recorded for later
playback and review. The data collection section addresses how this technology was to be used
in the transcription and coding process.
Data Collection and Analysis Procedures
The study included a qualitative analysis of multiple data sources. Data collected came
from historical and current institutional demographic data, archival reports, and related
institutional documentation I can identify during the research process that pertains to the study
and its targeted participant population. In addition to demographic data, I secured contact
information for participants. Before I could identify and source potential participants for this
study, I needed to secure approval from the institutional site of the study to do so. As the study
site is a higher education institution, I first secured the institution’s institutional review board
(IRB) approval to conduct the study, as well as permission to utilize prospective participant
contact information to conduct outreach (Appendix A). For this study, I requested access to the
names and university email address of prospective participants as outlined in the sample section
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of this chapter. Once this process was determined and completed with formal approvals, I then
communicated with the doctoral-awarding institution to commence the IRB approval process for
the study to move forward and for outreach to begin. No contact with participants occurred until
approvals were secured from both institutions. While interviews were recorded using Zoom, I
supplemented the recording with handwritten notes to conduct follow-up questions, as well as to
reference back to during the initial review of transcripts and coding.
Upon completion of interviews, responses from participants, combined with institutional
demographic data, were used to create personal profiles of participants. Participants received
pseudonyms to protect their privacy, with the pseudonym indicated on a participant table created
for reader reference in Chapter 4. Interview responses were transcribed to allow me to conduct In
vivo coding, which Leavy (2017) pointed out is common with qualitative research, as “it
prioritizes and maintains participants’ language” (p. 151). Participants’ responses were also
themed or grouped according to the four research questions mentioned earlier. In addition to
using profile information, themes captured from transcribed interviews were used as a means of
developing mini biographies of participants. As noted previously, I utilized Zoom, a video
conferencing system that allows researchers to record, store, and playback participant responses.
The Zoom system used for this study included a feature that allowed the data file to be
downloaded to a secure computer, then uploaded to a separate transcription software, known as
Otter. The Otter software then transcribed the Zoom recording into a convertible document,
which could then be saved as a Word file on the secure computer. After making format
adjustments to the document, I conducted an initial review of the interview questions and
participant responses for clarity and accuracy of statements. I then reviewed recorded interviews
and compared statements against the transcript for further clarification and adjustments as
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needed. I provided a copy of the transcript interview to each participant to confirm accuracy of
statements, as well as to allow for correction of information before the coding process begins.
Once transcripts were confirmed as complete and accurate for each participant (first by
myself and second with the participant), I began content review of individual transcripts. I
revisited the problem statement, original research questions posed for the study, and the
handwritten notes taken during participant interviews. Such a practice allowed I to refresh their
memory on points initially brought up in the preliminary work of study, and to identify potential
codes that might have emerged during transcript review (Saldana, 2021). In reviewing
participants’ statements, I made notations or highlighted impactful quotes that conveyed an
impactful statement, revealing evidence of supporting/opposing research questions, and that
uncovered a position or experience that was not previously considered. During this process, I
uncovered patterns from responses that helped to formulate additional codes along with those
previously identified.
After each transcript was reviewed for initial comments and notations, I then moved into
the formal coding process. Researchers may choose to pursue a manual coding process of data
collected or proceed with the aid of technology. Additionally, some studies involving large
amounts of data may benefit from having multiple coders to assist with formal coding. For the
purposes of this study, which involves a comparatively small pool of participants and data
sources, I utilized a computer-assisted qualitative data analysis software (CAQDAS) program in
coding participant responses. The benefit of CAQDAS software allows researchers to store
transcript files, organize data, and adjust information according to the features of the software
utilized; however, the actual coding process is not automatic and requires me to manage the data
themselves, not unlike a manual coding process (Saldana, 2021). The CAQDAS program used
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for this study was Quirkos, which included features that allowed me to assign color codes to
participant responses, generated a count of the times individual codes are identified, and
provided storage of individual files with respective code markers for later downloads as needed.
The Quirkos program ideal for novice researchers, is relatively affordable for its subscription
cost, and provides short video tutorials for users to become acquainted with its features. I was
able to load each transcript into Quirkos and used the highlighting feature of the program to flag
impactful quotes and substantive statements; I was also able to insert color-coded identifiers to
assign codes throughout.
Once the coding per document was completed, the program provided a list of all codes
assigned from the respective transcript, as well as a count of the frequency of each code
identified. This component of the review process took approximately two hours for each hourlong interview transcript. As codes were identified in later transcripts, I returned to previous
transcripts to capture similar instances of common codes. Once all coding was completed, I
compiled codes from all eight transcripts on a separate Word document. Those codes that
contained patterns or similarities to one another were then be grouped together under general
categories. Once identified, I was able to identify the presence of themes formulated from
participant responses, as well as determine answers to the previously outlined research questions
of the study. From the identification of themes, I interpreted the potential meaning behind the
experiences shared by the participants and how they might relate to future research and
application.
Researcher’s Role
The reason for choosing this specific institution as the site of the study was due to an
existing relationship between I and the HBCU. I presently serve as an administrator within one
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of the academic units of the institution. As such, I had the greater potential to gain access to
historical and current student demographic information captured by the institution’s Office of
Institutional Research. This data allowed for purposeful sampling to occur as a precursor for
outreach to potential study participants. Purposeful sampling involves intentionally focusing on a
specific group of a larger population to study (Terrell, 2016). Unlike convenience sampling,
where participants might be selected due to prior relationship, or a multicase sample, where
several locations or organizations might be involved, purposeful sampling is more deliberate in
the recruitment of a specific sample group from one location, as would be the case in this study
(Saldana & Omasta, 2018). In addition to demographic information, my placement at the
institution allowed for access to student contact information, specifically student emails, to
solicit prospective participants and to be in closer proximity to them should face-to-face
interviews be arranged.
As a qualitative study, I must also acknowledge the issue of trustworthiness in the study.
With regard to credibility, I will partake in prolonged engagement, what Terrell (2018) described
as an emersion in the study environment in order to “understand the broad setting, the central
phenomenon, and culture of the setting” (p. 174). In this instance, I am an employee of the
institution involved in the study. For purposes of transferability, I conducted research in a higher
education setting focusing on issues of recruitment, matriculation, and graduation of a specific
demographic population of students present at many other higher ed institutions. Confirmability
was ensured through the use of existing demographic data captured by the university, reports
available through the institution’s website archives, and through participant questionnaire and
transcription interview notes.
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Researcher’s Personal Narrative
In addition to noting my role in this study, I also recognized the importance of outlining
their positionality as the study seeks to capture participant narratives, as well as personal
experiences contributing to their college progress and success. I was originally born in the state
of Texas to a Mexican-born mother and Mexican-American father. I was the youngest of four
siblings, all born to the same set of parents. My mother grew up in an economically challenged
family. As migrant farm workers, her family moved according to the harvesting season, resulting
in her formal education ending at the fifth-grade level. My father grew up in a more
economically stable environment that allowed him to attend school up to the 11th grade of high
school, when he chose to discontinue his education. Married in their early twenties, my parents
went on to have four children as noted earlier. To support the family, my father eventually
trained to become a welder, working mostly in the shipbuilding and oil and gas industries. My
mother remained home caring for the children until economic needs forced her to take on a series
of jobs as a housekeeper in area nursing home facilities. Despite both working and bringing in
income to the family home, I recall my family facing economic struggles throughout my
childhood and teens.
As I entered my middle- and high-school years, I recalled my parents bringing up the
importance of earning a college education to their children, largely under the context of being
able to avoid personal economic struggle and to eventually provide for a future family. Despite
not having completed their own educations, my parents offered examples of relatives (namely
my father’s siblings) who had pursued college educations, became public school educators, and
established comfortable lives for themselves. Ultimately, this was the extent of their addressing
the pursuit of college. Two of my siblings pursued college educations off and on before
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completing associates degrees in the healthcare field. One of these siblings would return to
college to complete their 4year degree after starting a family. The third sibling did not complete
high school but would earn a general equivalency degree (GED).
While in high school, I enrolled in a number of advanced-level courses, either designated
as ‘honors’ or advanced-placement (AP). I recalled occasional discussions about college in
freshmen and sophomore years of high school. By junior and senior years, conversations related
to college increased with regard to the possibility of securing college credit via AP examinations.
In these same years, I recalled conducting group sessions regarding college planning, but not in
enough detail to express anything more specific. Entering my senior year, I attended a schooldistrict wide college fair, where college and university representatives distributed promotional
materials on their institutions and programs. Having picked up some of this information, I
reviewed the academic programs available as a means of helping to identify a possible course of
study. The remainder of the senior year involved discussions amongst my peers and friends on
potential plans after high school. Being that I was enrolled in advanced-level courses, many of
my classmates spoke of attending college and pursuing particular academic majors. A few others
expressed interest in entering the military. I also received communications from military
recruiters, but ultimately chose to pursue college after high school graduation.
After applying and being accepted to a small number of public institutions in Texas, I
chose to attend the predominantly White 4-year university (PWI) located in my hometown.
Several factors played into this decision. Two of my siblings attended as students for intermittent
periods, so there was some familiarity with the hometown university. Tuition and fees at the
university were relatively affordable in comparison to other institutions. Additionally, college
costs could be saved by commuting the short distance from the family home to campus, whereas

76
attending another institution involved paying for dorm and meal plan costs. As I would be
largely responsible for covering college costs, the ability to live at home reduced personal
concern on larger expenses. Lastly, I at the time considered pursuing a career in law, and the
hometown university offered majors and coursework aligned with that career path. While
pursuing a full-time course load, I also worked approximately thirty hours a week. This left little
time for me to remain on campus for long periods to participate in campus activities, though I
was able to participate in a freshmen leadership program that allowed me to establish a few new
friendships. My involvement in campus activities grew in later years, including becoming
involved in student government, serving as a freshmen orientation advisor during summer
months, and becoming a member of a newly formed social fraternity. I would later secure on
employment on campus during his senior year, allowing him to be more engaged on campus.
I remained enrolled and in good academic standing throughout his college career, and I
ultimately graduated after just over 5 years of study. I enrolled each semester for the minimum
number of hours required to receive financial aid, while also working to cover tuition costs and
personal expenses beyond what financial aid supported. Financial aid support largely came in the
form of state grants and federal student loans. In summers after my first year of college, I worked
for the institution as a freshmen orientation advisor, receiving a stipend at the end of the season.
As a Latino attending a PWI, I had only occasional encounters with other Latino students. My
interactions were largely with White faculty, staff, and students, as well as with the smaller
number of Black faculty, staff, and students represented on campus. Having chosen a major with
a small number of students, I was able to establish cordial if not friendly relationships with my
professors. My later involvement in student organizations and campus activities, and interactions
with university administrators, contributed to a shift in career focus from the practice of law to
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higher education administration. Overall, I found these experiences at my hometown university
to be both valuable in my educational development, and positive in the personal relationships I
was able to establish as a student.
Ethical Considerations
My role and positionality are points of consideration for this study. While I had an
existing relationship with the institution being studied, I was bound by rules of best practices for
conducting research involving other individuals, which according to Saldana and Omasta (2018),
involve: (a) securing consent for participating in the study, (b) providing participants
confidentiality to maintain anonymity, (c) providing participants clear understanding of the study
to be performed, (d) communicating to participants methods for ensuring confidentiality, (e)
understanding all aspects of the study so as to allow participants to opt out of participation, and
(f) avoiding potential conflicts of interest that may prevent the research from conducting an
objective study. In this study’s interview protocols, I acknowledged participants may feel
discomfort or potential embarrassment in relaying certain personal information during the course
of individual interviews (Appendix B). I needed to be sure to relay the significance behind the
questions being asked to the participant. Individuals who participated in an interview were
informed of the structure and scope of the face-to-face (or virtual) engagement that would occur
in advance of interviews, as well as just before the start of interviews as a way of allowing
participants to remain involved or to opt out. Participants were informed their participation was
considered optional, and any and all responses would be kept as confidential as possible where I
did not find potential personal harm would occur from participant responses. Communication
was key to confirm participant involvement, willingness to share certain personal information
captured through the interview and any follow-up communications, continued interest in their
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involvement with the study, and confirmation of response accuracy upon participant review.
Relative to positionality, I needed to be cognizant of the semistructured nature of the interview,
which Saldana and Omasta (2018) noted “is to have participants share as much as information as
possible with minimal direction from the interview” (p. 108). Thus, while I may find I share
certain personal qualities and experiences with the interview subject, I must set aside my
personal history during the interview to avoid potential bias creeping into the questioning and
responses of participants. This does not prevent me from pursuing a follow-up question, but I
must focus on maintaining a consistent line of questioning relevant to the study, actively
listening to participants’ responses and observing their actions or reactions and recording
responses as accurately as possible without bias or embellishment.
Assumptions
I assumed participants identified truthfully as Latino(a) as recorded by the institution’s
student reporting data. Individuals involved in this study were presumed to participate in the
study willingly and without coercion, responding to the questions honestly and to their best
recollection.
Limitations
Potential limitations that might have occurred was the inability to source a sufficient pool
of participants to effectively execute the study. Thus, I needed to be prepared to consider the
possibility of expanding purposeful sampling to include individuals from other academic
colleges within the institution beyond the College of Business. An issue impacting participant
engagement for initial conversations and conducting interviews was the continuing impact of
COVID-19 conditions and personal interactions. As part of my efforts to secure a student’s
participation in the study, I resorted to reaching out via email with an introductory message after
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securing IRB approval (Appendix A) from both institutions, including access to contact
information as noted in the data collection section. In order to establish an initial dialogue, I
included in the message an offer to arrange a pre-interview conversation with prospective
participants to discuss the scope of the research project. As a face-to-face meeting may not be
possible, I offered to arrange a virtual meeting via Zoom to discuss the parameters of the study.
A back-up tactic would also be the scheduling of a phone call should the student not be available
for an initial conversation via Zoom.
Delimitations
The study took place at a publicly supported HBCU where I am presently employed. The
study was originally projected to occur during the months of February 2022 to May 2022,
including the IRB approval process, outreach, and participant interviews. The sample of
participants involved junior- and senior-level Latino(a) students enrolled in a degree-awarding
program of the target institution.
Summary
The purpose behind this study was to understand the influences that led a sample of
Latino(a) college students to persist at a HBCU in the southern United States. In doing so,
institutional leaders can better understand the motivations that contributed to retaining a minority
population to an institution with a majority student population. Additionally, leaders have the
potential to better understand what institutional practices, policies, or structures might have
impacted or impeded this population’s academic progress. At the same time, institutional leaders,
faculty, and staff can become better versed at understanding the needs of a population that is not
well-represented on an HBCU campus. Separately, leaders can adjust their strategies to consider
what services or support structures to invest in for the future that might specifically benefit the
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academic progress and success of this and future targeted populations. This is particularly
important as institutional leaders must be better prepared to respond to questions on their
approach to strategic planning and resource allocation at a time when key stakeholders seek
progress at diversifying college campuses, contain and even lower educational costs, and press
for improved academic performance outcomes of degree-seeking students. In Chapter 4, I shared
findings following the capture of data from responses to individual interviews. In particular, I
pointed out what themes emerged from the review process and how participant responses aligned
with the four previously outlined research questions.
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Chapter 4: Results
The purpose of this qualitative study was to identify a group of Latino(a) college students
to participate in semistructured, individual interviews to understand the factors that lead to their
enrollment and persistence at a 4-year public HBCU in the southern United States. With this
information, future researchers can further examine the factors and influences that drove such a
student population to enroll in an institution originally established with the historic purpose of
educating a different demographic group. For institutional leaders, the study offers the
opportunity to develop a strategic approach to recruiting and retaining a currently
underrepresented student population in HBCUs. In this chapter, I outline the study design,
participant profiles, and participant narratives. Additionally, I frame participant responses in
revisiting the four research questions originally posed in Chapter 1. Separately, I introduce
themes uncovered as a result of participant responses and the ensuing coding process. Lastly, I
then summarize the details uncovered from the data collected.
Study Participants
In pursuing a qualitative approach, I conducted a narrative research study involving a
targeted population of Latino(a) college students attending an HBCU. As noted by Saldana and
Omasta (2018), as well as Terrell (2016), such studies allow for participants to share their
personal histories and first-hand experiences using their own words. As part of purposeful
sampling, I narrowed the criteria of the sample to undergraduate Latino(a) students majoring in a
field of business who attended the institution for two or more semesters, and who were classified
as either juniors or seniors. In choosing to narrow the field of study to business, I considered
source material found during the development of the literature review, which focused broadly on
gathering perspectives in some instances from non-Black demographic groups at HBCUs
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(Arroyo et al., 2016; Maramba et al., 2015; Palmer & Maramba, 2015a, 2015b) and others
involving Latino/a only populations (Allen, 2016; Allen & Stone, 2016; Allen et al., 2020;
Palmer et al., 2015). Such studies sought to secure mostly survey responses from a larger
population. Desiring to secure firsthand responses from participants on a smaller scale, I pursued
business students, an area of study in which I had greater potential to source participants due to
their institutional role. Using these parameters, I identified and reached out using email
communication to 50 potential participants, resulting in six individuals volunteering to
participate in semistructured Zoom interviews.
As noted in Table 1, the participants of the study included four men and two women, with
four identifying with Mexican descent, one identifying with Salvadorean descent, and one
individual identifying as Black and of Puerto Rican descent. Three participants studied in the
area of finance, two in the area of accounting, and one in management. With regard to
classification status, two participants reached junior status, while two others reached senior
status. By the time of their interviews being conducted, the final two participants just completed
their degrees but were considered seniors at the time of initial outreach requesting their
participation. Each participant received a pseudonym to protect their identity during the
interview and transcription process. The same pseudonym used during the interview and
transcription process is indicated in Table 1, as well as with the corresponding participant
narrative and the discussion that follows through Chapter 5. No other personal or institutional
information (i.e., age, academic GPA, credit hours earned, etc.) was captured for the purposes of
the study, though one participant revealed their age during the course of the interview.
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Table 1
Interview Participants
Participant

Ethnic

pseudonym

descent/racial

Gender

Major

Classification

background
Hector

Mexican

Male

Finance

Junior

Jamie

Puerto

Female

Accounting

Senior

Rican/Black
Mark

Mexican

Male

Finance

Senior

Michael

Mexican

Male

Management

Junior

Sarah

Mexican

Female

Accounting

Recent graduate

Sergio

Salvadorean

Male

Finance

Recent graduate

Participant Narratives
A Journey Without a Roadmap
Hector has grown up in and around the Houston, Texas area. His parents are originally
from San Luis Potosi, Mexico. Between his two parents, who are no longer together, Hector has
five siblings. He is the oldest of his siblings. He mother and stepfather have another child on the
way. He describes his parents as very stereotypical Mexican parents; in that they remain closely
tied to their cultural roots despite living and working in the United States for many years. They
get up early for work, getting themselves and meals prepped for the day, then coming home and
going to bed early to start another day. Hector’s father works in construction and remodeling.
His mother previously worked in a restaurant kitchen, but by the time of his interview with I, her
doctor had placed her on bed rest for the duration of her pregnancy.
Growing up, he attended public schools, ultimately graduating from a large high school
attended largely by Latino students. When asked about his time in school and the type of classes
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he completed, Hector indicated he chose to enroll in advanced placement-level (AP) classes
when he could, noting:
I was kind of forced to take the AP classes but the reason why I chose AP was because if
we chose on-level classes, mostly it was coaches who taught that. And they never taught
us anything; it was an easy class, and I kind of wanted to learn, so I decided to go to the
AP route just because I knew the teachers were actually going to teach me.
In the on-level classes Hector mentioned, he was likely just to sit in class looking at his phone or
talk with classmates the entire period rather than receive any substantive instruction. He
remained in on-level reading and English classes, but pursued AP math, science, and history
classes. Even in his advanced classes, Hector encountered the challenges of attending a school
with limited resources, noting his AP physics class did not have the equipment for proper
scientific work, so his teacher improvised, encouraging students to ask questions or find
resources to help find their own answers. Despite these disadvantages, Hector credits his teachers
for trying to find other means to supplement their instruction against a lack of resources. Yet
with such limits in place, the ability of Hector’s school and teachers to introduce new and farreaching concepts also left little opportunity for students to gain exposure to college or
professional opportunities. Still, Hector understood his options following completion of high
school: enter the workforce, sign up for military service, or pursue a college education. While he
recalls having conversations with teachers about college, he did not recall receiving information
from his school regarding the various academic options he could study or the institutions he
might apply to, noting
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I don't think there was. Because that's what I never thought about. There really wasn't. It
was more like you're going to go college or you go to work, but for the most part, like
nobody knew what to do; just because we didn't know what we could do.
Having been encouraged by his band director to consider studying music in college, Hector
chose to follow his teacher’s recommendation, largely because he did not know he could choose
something else.
Even without a great deal of information being shared at school about college, Hector
remembers having conversations with his family members about options after high school
college. By graduating from high school, Hector achieved a greater education than that received
by both his parents; his father completed a year of middle school, while his mother did not go
beyond elementary school. Hector felt he had no other option, noting a frequent refrain of
“Everyone’s expecting you to go to college.” Hector shared the pressure to pursue a college
education with cousins of similar age also finishing high school. As they discussed what to do
amongst themselves, there was a strong desire not to appear lazy or disappoint their parents, who
sacrificed much and worked hard each day to provide a better life for their families. For Hector,
the decision to go to college was settled; now, he would need to choose where to go. In addition
to his band director, his chemistry and math teachers attended the same institution. He would
apply to this and other Houston-area colleges, as well as one of the state’s largest and most
regarded universities. Ultimately, knowing he would have to fund his own education, he selected
the university that offered him the most scholarship money, the same institution his teachers
promoted to him throughout his senior year.
Hector visited the university years earlier as a freshman for a band event, returning only
for the second time to move into his college dorm. The decision to attend this particular college

86
fell largely on his shoulders. He received a band scholarship that allowed him to live on campus,
and while he did not want to be too far away from family, he held a strong desire to break away
from his family for the first time. When the day arrived to move to campus, Hector had not yet
shared many details of the school he would attend. When his mother commented, “Mmm, I don’t
see many Hispanics here,” Hector explained the school was an HBCU and what that designation
meant to his family. His mother gave a short response of “Oh okay.” The music program at his
new school was small enough to allow Hector to get to know his professors. One professor was
also Latino and began mentoring Hector, asking him about his goals and pushing him to consider
his options for the future. He received similar treatment from another professor, who intimidated
him at first but also pushed him to do better. Hector recognized very quickly the need to work
hard and to acknowledge the stressors that came with being a college student. The situation
would be exacerbated when, within his first year of college, the onset of the COVID pandemic
drove the university to shift classes to online delivery. Hector admits to struggling through his
online coursework, as did his classmates. As he pushed through his first year of college, Hector
continued to question whether his major was the right fit for him. The Latino music professor
who mentored Hector encouraged him to consider and explore his true interests. The professor
for his professional development course encouraged students to also consider their interests.
Thinking back to high school, Hector acknowledged a love for math. With this in mind, the
professor suggested he look into math, engineering, or business. After doing some research about
each major, Hector determined business felt like a better fit than the other options. He switched
majors to finance before the start of his sophomore year.
As a business major, Hector immediately saw the difference in the environment between
his old and new major. In business, he found himself sitting in larger classes and meeting

87
different people in each of his classes, unlike in music where students stayed together from one
class to another. This ultimately forced Hector to begin talking to others, asking about their plans
in an effort to catch up for lost time, commenting, “everyone's different from the next class so,
overall, like, I feel like a little bit late.” At the same time, he encountered students who seemed
more focused on what they wanted to do, or were thinking about options that might be aligned
with their major and business interests, something he did not find in his old major. Also, while
music was a small enough department where he could easily get to know his professors, in
business he found the larger number of students made getting connected to faculty members
challenging. To make up for a lack of one-on-one attention, Hector found that business faculty
encouraged students to visit during office hours or communicate questions via email, and then
utilized class time to facilitate conversations and ask questions. In sharing his perspective on the
classroom dynamic, Hector commented:
They really teach you and expose you too many things that like… how your degree can
be implemented in many different areas, and I really liked it because it has been showing
me like “Okay, I really like this.” Or “I could do this. I can do that.” And it's been like
showing me different things.
Feeling encouraged that he is now seeing the applicability of his studies to a future career in
business, Hector did express lament he is not as close to his faculty as he once was. Still, he
realizes it will take some time to get to know his faculty considering he just transferred to his
new major.
As he settled into college life, Hector tries to remain friendly with others he encounters,
from classmates, faculty, and even some of the staff. He noted receiving hellos from the Latino/a
custodians he encountered while walking through campus buildings on his way to class. They
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would ask him what he was studying and encouraged him to do well in school. Commenting on
his friends’ reactions, Hector expressed: “I feel like it's a thing, where all my friends, all my
Hispanic friends are like ‘The custodians try saying hi to you?’ They’re just happy to see more
Hispanics. Like ‘What are you doing?’ Like ‘Echale ganas,’ like keep going.” He received
similar treatment from the Latina lunch room workers in the school cafeteria he has befriended,
who encourage him to eat certain things over others, and noting that sometimes he receives
special treatment: “My normal lunch ladies be giving me a little bit more extra food than what
they are supposed to be giving me.” Beyond friendly relations with some of the staff, Hector has
been building up a friends’ circle that includes individuals from various backgrounds, including
Latinos and ethnic/racial groups, who he has met through classroom interactions or who were
friends of others. He also mentioned joining some campus organizations in the last year as
another way of meeting people. As he establishes himself on campus, Hector noted having a
largely positive experience so far, though he acknowledged being asked by acquaintances and
strangers alike about his presence on campus. On one of these occasions, Hector recalls one
interaction with a Black male student he did not know:
One night I just walked in and like this guy said, “Hey. Hello. Hey, can I ask you a
question?” I’m like “Yes.” “So what made you pick an HBCU?” So me I say like, “Why?
They gave me money.”
In thinking back to this and similar situations, Hector expressed a certain resignation by
commenting, “You get used to it eventually. I kind of knew like… I’m okay…they're asking just
because like there's not a lot of Hispanics.” Having completed his second year of college, Hector
sees a contrast to his HBCU experience to others:
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Really like…compared to some other friends in different colleges like they don't really
have it the same. They sit in like huge classes, and they really don't get to interact with
the professors. I really like where I came. I really like [the university], just because… I
just like the culture, and I just like the people in it.
Struggling to Move Forward
Jamie is a senior business major of Black and Puerto Rican descent. Her mother is Black,
while her father is Puerto Rican. Jamie and her younger sister grew up in Austin, TX, and were
raised primarily by their single mother. She has two half-sisters via her father. While her father
remained a part of her life, Jamie shared that her connection to his Puerto Rican heritage was
lacking in their relationship. In contrast, her bond with her mother’s family has remained strong
throughout her life. Her classmates and friend circle through primary and secondary education
were largely made up of Black and Latino individuals. As she approached her high school
graduation, Jamie began thinking of her next steps in life. Her immediate and extended family
included individuals who started families at a young age, as well as individuals who went on to
attend and graduate from college. For Jamie, the desire to improve herself took precedence over
starting a family early, noting in part, “I knew I didn't want to have children young. I knew that
I’m smart, like you know, I recognized that from early on, and I knew that I wanted to come to
college to capitalize on that.”
Her initial college and career plans centered on pursuing law and becoming an attorney
working on social justice issues. Before entering law school, however, Jamie considered her
options for undergraduate education. Knowing her education would eventually include attending
a law school beyond earning an undergraduate degree, and that she would likely be funding her
own education, Jamie narrowed her options by considering cost:
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I was looking at schools that had a lower cost anyway. I definitely wasn't looking at
anything private. I was looking at it for like law schools, but not for undergrad, because I
know that ultimately, where you get your degree doesn't necessarily matter; it depends on
the skills and what you do around your university. And so I knew that I just didn't want
any debt. I didn’t want to go to a private university for that very reason, so I was always
shooting for something kind of in the price range, or you know, something similar to the
price of a public university.
Her choice of college ultimately was a familiar one. Growing up, Jamie recalled visiting an
HBCU in the state where some of her cousins attended. Considering her desire to have a lower
cost education at a public institution, the HBCU she previously visited rose to the top of her list.
At the same time, Jamie felt her choice of college allowed her to “get out from under my family,
not be in so much debt, and still enjoy my college experience.” Desiring to be away from family
and on her own for the first time, Jamie also admitted to having extended family near the
university that served as a support mechanism she could rely on when needed. The response
from her family and friends was mixed. Her mother’s family expressed happiness at choosing an
HBCU they were familiar with, while her stepfather expressed misgivings about a school that in
his younger years held a negative reputation. “He told me, ‘You’re limiting yourself. Why would
you go there?’” Jamie commented. When some friends also expressed concern that she might be
limiting herself going to an HBCU, Jamie responded:
Like, of course it is going to be predominantly Black people there, but why would you
think that I'm limiting myself because I'm going here, when there's been many successful
people who have come out of the same university? And like, it's not like only Black
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people are allowed here. Like it's just those unrealistic like mindsets that they were like
projecting it on to me, and I was really surprised about that.
Despite this initial feedback, Jamie pressed on with her school of choice. The cost of paying to at
attend the university fell on her shoulders, and she committed herself to carrying on the best she
could.
With an interest in law already in mind, Jamie selected political science has her major
upon enrolling at the university. Within weeks, she switched to criminal justice, thinking it
beneficial to understand how the criminal justice system worked. She eventually became
involved in a number of organizations, such as the Pre-Law Society. But, while she was
interested in criminal justice, Jamie found the career prospects with her major lacking. She
struggled with identifying a career path that interested her and held the potential for financial
stability should law school not be possible. At the same time, health and family problems arose.
She also found herself struggling to juggle her classwork while working a full-time job that
could support her school and living expenses. When her health declined further, Jamie had to
give up working for several months until her health stabilized. Following this period, Jamie
married, which brought some stability to her personal and financial challenges. She moved offcampus to a new apartment with her husband but continued to wrestle with deciding on a path
forward as she wrapped up her junior year as a criminal justice major. Jamie recalls a
conversation with her husband revolving around her next steps:
Me and my husband had a conversation one day. I was sitting down because I don't like
to take leaps of faith. I like to know what I'm doing before I do it, and I was sitting and
really talking about like, I need to do something else, like something needs to happen,
because this is not working for me. It's not challenging me the way that I need, and he's
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like “Why not look into accounting. Like you've heard the excerpts that you know my
friend has said. You have kind of looked into it before and I really think that you will be
prosperous and it will be like the major that you want, the major that will, you know,
keep your wheels turning in a good way, and be analytical the way that you want to be.”
A friend of her husband was an accounting major at the university. He shared his perspective of
the subject matter, and the potential career prospects available to graduates. For Jamie, it was the
challenge she finally needed. She credits her academic advisors with helping her maneuver the
process of changing her major later in her college career, including understanding what courses
transferred and what did not. Her decision would not come without a cost. Even after a year as an
accounting major, Jamie projects she has another year of coursework to complete before she can
graduate. Yet, despite the delay in graduating, Jamie expresses an optimism she lacked as a
criminal justice major. In her mind, the decision was the right one:
My grades are good. I know, you know, intelligence or whatever, it's not based on grades,
but I really feel good. I said for me grades are important, and they have stayed where I've
wanted them to be, and for me the engagement in the classes that I'm taking have been
where I want it to be. I actually want to learn, because I know that when I'm learning now
it’s going to be translated into the workforce. I know this for a fact, you know, these are
concepts that I'm going to be dealing with on a daily basis, or on a regular basis. And so,
it keeps me engaged and I have stayed engaged for the better part of the year.
Jamie freely admits the change to accounting has not been without its own challenges.
Delays in follow-up from the department chair made some of her initial experiences in her new
major challenging, requiring her to seek out assistance from academic advisors who supported
her in the past. She also did not immediately establish strong relationships with her faculty.
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Health issues she faced earlier in her college career returned, and with the COVID pandemic
leading the university to transfer classes online, Jamie felt greater isolation at times from
classmates and faculty. Not able to engage with others or be involved in campus activities as she
would have liked, Jamie noted that “I think my [college] experience is kind of unique in that
way.” Though potentially unique, these latest challenges did result in one positive outcome for
Jamie involving her relationship with faculty, with her noting:
Honestly, what happened was I got probably closer to faculty. I didn't expect that.
Because I would tell them, “Hey this is my experience. I'm letting you know up front, in
the beginning of the class. I have these problems. I can get my work done. I'm gonna get
my work done, but just so you know, like I'm letting you know.” And it kind of opened
up the conversation for a lot of my professors, and they became a little bit more open
with me, and so those interpersonal relationships between me and the faculty became a
little bit stronger I would say. And the people, you know, in the organization that I was
in, those advisors, they were a lot more open and honest than, you know, they would be
with a regular student.
Looking back on her experience at the institution to date, Jamie sounds a positive note. While
she considered other institutions for her college education, both Predominantly White Institutions
and other HBCUs, she expressed satisfaction with her decision, regretting only not having
chosen accounting as her major earlier. In addition to faculty, Jamie also noted the caring nature
of the staff members she was able to connect with and lauding the university’s president for
trying “to make it a place where everybody feels comfortable, and I really appreciate it.”

94
Starts, Stops, and Detours Along the Way
Mark is a senior business major of Mexican descent. He is the oldest of three children
born to parents from the state of Sinaloa in Mexico. They eventually made their way to the
United States, where Mark was born. Mark’s father remained in the United States to continue
working after Mark and his mother returned to Mexico. They would reside there until he was 6
or 7 years of age before the family reunited and settled in and around the Houston, TX area.
Almost 12 years after returning to the United States, Mark achieved a milestone his parents had
not, that of graduating high school. At this time Mark expressed a desire to continue on for a
college education. By pursuing a college degree, Mark thought not only of being the first to earn
such a credential in his family, but in using this additional education he would be “able to
provide for my family, of course, being [able to] take care of my family as well.” While his
parents were supportive of his plans, their happiness was tempered with the realization that a
college education entailed securing funding outside of the family’s means. Mark commented,
“They were very happy for me, of course. They were very happy I was going to college. The
main issue was how are you going to pay for it, the money aspect of it.”
After high school, Mark planned to attend a large public university. Having gained
admission to his school choice, Mark and his parents were hit with the realization of just how
much college costs. Tuition and fees for classes, coupled with room and board costs, made
affording college untenable for Mark and his family. As he recalls, “And when like we got into
serious talks about it, into setting up everything with the dorm and stuff, that's when everything
just fell apart and I ended up deciding to attend our community college.” Mark enrolled in
classes from 2014 until 2017. During his time in community college, Mark worked full-time,
paying for classes with some financial aid offered by the school and from his own pocket. He did
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not pursue any loans to pay for school. Ultimately, Mark earned an associate degree, but despite
achieving another first in his family, he faced a roadblock in his college plans. Lacking a sense
of direction, Mark paused his educational activities before returning a few years later, stating:
Eventually, I kind of fell apart, too, because I wasn't completely set on what I wanted to
study, so I eventually just stopped attending. I kind of dropped out, if you wanted to say
that, and I just kept on working and it wasn't until a couple years, like maybe 2 or 3 years,
that I had been working full time that I just realized that I wanted to actually have a
career. I didn't want to work full time. I didn't want to live paycheck to paycheck. I
wanted to basically obtain more money.
This renewed interest and direction in college necessitated a visit with his community college
academic advisor. Taking into account a desire to remain close to home, and to attend an
institution that he felt he could afford, Mark heeded his advisor’s recommendation and chose to
enroll at the nearest university in his area, an HBCU. As part of his associate degree, Mark
completed a personal development course, which included content on personal finance and
budgeting. Considering past interest on this content, he decided to major in business, focusing on
finance.
Returning to school in the fall of 2021, Mark committed to placing greater attention on
his studies. And rather than repeating his experience from community college, Mark decided he
would not work while in school. Describing his first semester back, Mark noted:
I decided for myself that I was not going to continue working. I completely stopped
going; I decided to concentrate solely on my on my schoolwork. So, I guess it just
became a lot more serious. I remember last semester, when I first started, it was definitely
nerve racking because I had never been in that position before. Like it felt like I was like
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a little kid again, starting in a new school. Just because it was a 4year university, like it
was very serious. Like you are paying thousands of dollars. I'm paying thousands of
dollars for this education. I better stay, and you know, I better stay attentive, and you
know, pay attention and don't let anything distract me from my coursework.
The decision to return to college and not work was a point of concern for Mark, partially for the
financial impact, but even more significantly by not being sure of his parents’ response. Despite
initial misgivings they would disapprove of the situation, Mark instead received support and
encouragement from his parents. It would be this support that helped to counter concerns
expressed from extended family members who did not grasp the idea of Mark going to school
and not working. Acknowledging their misgivings and the traditional family norm of working,
Mark commented to the larger goal in mind:
Whenever I hear them like say, “Oh, what is he doing? Why is he home? Like, he isn't
working?” And my mom always responds with the same thing, “No he's in school. He's
studying.” I'm just like the first thing that comes to mind is that I don't know what they're
expecting. Just in the sense of yeah I should be working, but they don't understand that I
am looking to better myself, you know, financially, and they just want me out working,
like getting money with whatever means.
As he transitioned back into the classroom, Mark spoke of the support he received from the
various groups within the institution. Amongst his classmates, Mark acknowledged feeling some
trepidation with trying to interact and engage with individuals who might be 4 to 6 years younger
than himself. At the same time, he points to the importance of being willing to step outside one’s
comfort zone by asking for help and direction, noting in part that
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at the end of the day, we're all trying to pass this class. No matter what age, if you're
trying to take the class, trying to get the best grade you can, you know, at the end of the
day it doesn't matter how old you are as long as you're friendly.
Such interactions are facilitated by faculty, who according to Mark, encourage dialogue
in the classroom. He credits his faculty for sharing or pointing out resources available to
students, offering office hours for one-on-one interactions, and overall being engaged in a
manner he did not find at the community college. This openness to guidance and willingness to
make connections and interact with others has proven particularly important to Mark, who
commutes back and forth to campus each class day and does not have the benefit of being able to
spend his entire day on campus. Still, he makes the most of his time while there, utilizing campus
computer labs, studying in the university library, or simply exploring the campus in between
classes. Mark has even joined the Hispanic Business Association as a way to engage with other
students, make friends, and get better acquainted with companies that recruit business students.
In sharing his experience after one year at the HBCU, Mark both praised the institution and
chastised himself:
I can say that this has definitely been an amazing experience for me. I look back at my
18-year-old self and I'm like, I keep thinking to myself, “Why didn't I do this earlier?”
This is a great campus. Like, it's not that far away from my home for me. Why didn't I do
this earlier? Definitely you're meeting all these great people, all these, you know, great
students, and all these teachers are very good professors. They are very nice, they're
helping you, you know. “Why didn't you get through your head and get this done
earlier?”
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As he has become better situated in his college career, Mark has his sights set on a career in
finance, projecting he will graduate in another year-and-a-half to possibly 2 years. Yet, he is not
letting his latest college experience go to waste. He has taken to offering advice to his younger
sister, who is now traversing her own college path at another university in the area.
Focusing on the Final Destination
Michael was born and raised in Houston, TX. His mother, born in Mexico, raised him
and his two older brothers as a single mom. Michael attended public schools made up largely of
Black and Latino students. Growing up, college was a point of discussion in his family. His
mother completed enough college coursework in Mexico to earn an associate degree, while his
brothers attempted community college but eventually dropped out. Michael also felt fortunate to
have a circle of close friends and family in Mexico who mentored and encouraged him to
continue on to college. As he progressed through high school, Michael considered two paths,
college or the military. Teachers discussed college opportunities largely in passing and not in a
consistent manner; he does not recall discussion of advanced-level classes. In his ninth-grade
year, Michael remained in regular grade-level course, but going into his tenth-grade year, he
inadvertently found himself in an advanced-level course, noting that “I kind of took it the whole
year but I did not know what it was until like the end the 10th grade.” Seeing more of his friends
enrolling in similar courses, Michael followed suit, enrolling in advanced placement (AP) classes
during his 11th- and 12th-grade years. Feeling concerned that choosing a military path first
would result in him not wanting to return to school, Michael focused on pursuing a college
education. Looking back on his decision to pursue advanced-level courses, Michael noted, “If I
remained with regular students, I probably would have chosen the military.” He considered
himself to be a good student who liked learning.
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While Michael continued with AP courses through his senior year, his test scores were
not high enough to earn him course credit towards college. Additionally, his entrance exam
scores did not meet the threshold to secure admission to some of his preferred schools. Desiring
to study engineering, Michael secured provisional admission to one of the colleges he applied to,
with the contingency that he complete a year of college at a partner college via a pathway
program between the two institutions. Once he completed a set of courses and earned the
required grades, he could then enroll in his then-desired institution. Michael began his college
career at the partner school, an HBCU he was familiar with as some of his high school teachers
were alumni of the institution. They shared positive experiences about the school during their
time as students, and some of his classmates also planned to attend the university upon
graduation. Michael was also drawn to the university due to location, cost, and financial
assistance he received from the school. Knowing he would have to largely self-fund his
education, Michael commented, “That's kind of why I, even from high school and applying from
my senior year, I didn't look into schools too far away.” He received financial aid funding that
helped cover most of his tuition and fees, meaning he would only need to take out a small loan
for remaining school costs. And to save on living expenses, he commuted from home on class
days, typically just three times a week, rather than live on campus.
As noted earlier, Michael originally began his studies as an engineering major, with the
intention of eventually transferring elsewhere. Within his first year of college, these plans
changed. In his first semester, he discovered through his academic advisor he did not have the
requisite coursework from high school to continue on path or timeline to transfer elsewhere. The
following semester, the onset of the COVID pandemic resulted in the university shifting its
coursework to online delivery. Michael noted that some of his professors struggled in making the

100
shift to online delivery, and in turn, he struggled with keeping up with the content and unfamiliar
mode of learning. As he wrapped up his first year of college, Michael began reconsidering his
plans noting,
I kind of started reflecting back on why I wanted to be an engineer, and I was mainly
doing it for the money and because of the salary that they pay, and because I could do it.
But not because I wanted to do it.
After speaking with a friend who previously obtained his engineering degree, his second
thoughts ultimately led him to shift his focus to business as a possible new major and career path.
Entering his third year of college, now as a management major, he found his new professors well
qualified and even more engaging than his math and science professors. Reflecting on the
support provided to students, he offered, “If you schedule like a meeting or anything, like to add
to their schedule, they're willing to repeat and help you. They'll repeat what they said in class and
help you grow in order for you to pass.” Even in his previous major, Michael found his
professors to be supportive and willing to help as needed, noting “the amount of caring that they
put in at [the HBCU] I would definitely say I wouldn't find in just any university.” That feeling
of support also translated to non-teaching staff, such as the academic advisors who worked with
Michael upon his enrollment at the institution, and later when he changed majors. Such a support
structure proved beneficial to Michael, as his limited time on campus did not leave much time to
establish strong connections with classmates beyond short exchanges. At one point he attempted
to join a Latino social fraternity but was not sure he could sustain organizational commitments
with a full-time course load, commuting, and working off campus. Ultimately, he would join
several other organizations that required lesser time commitments, including the Hispanic
Business Association, where he serves as an officer.
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Entering his fourth year of college, Michael expresses a greater confidence in his choice
of major now, as well as where his education may take him. Having been inducted into the
college’s honor society for earning a strong grade point average, he chose to pick up a minor in
information systems to complement his management background. During summers and seasonal
periods, he was worked nearly full-time with a major brand company in the order processing
area, while still taking classes on his days off. When commenting on juggling various
commitments, Michael commented,
Well, I’m constantly thinking about my like future. Trying to just make sure anything I
do…I know that it's going to help me in the future. Even a production job. I try and find
the things that I can apply in other places.
Additionally, he points to his family for being driven to succeed, pointing out that members of
his family started working at a young age, thus influencing him to have a strong work ethic. As
he considers his future, Michael believes the pursuit of a college education is key to helping him
in succeed in his future endeavors, stating:
I think I’m doing more of like what I want to do with business. It might be like a less
painful job that I might get when I graduate, but for the plans that I have in the future, I
think my chances of getting the same amount [of pay] are pretty good. Like I pay
attention in school. And I’m constantly trying to learn what I can do, what I can use in
not just a year or 2 years, but like 7 years in the future. And exactly what plans I want to
do from here right now that I’m in school and later on I think that's one of the main
things. And like I said, I like learning things.
Despite encountering challenges in the first half of his college career, Michael is largely positive
about his experience as a student. When asked how he might describe his experience as a student
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at his HBCU, Michael alluded to disagreeing with comments made by one of his professors
regarding the Black Lives Matter movement activities then going on in the United States. When
prompted for additional context, he preferred not to elaborate further on the topic, noting the
comments by the professor were “just something I did not agree with.” At the same time, he also
noted that his professors were well-qualified, if not “overqualified for the jobs that they have.
And that's why I kind of stayed also, because they're there because they care, not because they're
getting paid.” From his perspective, faculty and staff alike work towards “the best interests of the
students” at the university.
Asking for Directions Along the Way
Sarah is a recent college graduate of Mexican descent. Her parents are originally from the
South Texas region, and later moved to Houston, TX, where Sarah was born. Sarah is an only
child. She attended public schools in a suburb of Houston, TX. After graduating high school,
Sarah earned two associate degrees at an area-community college before transferring to an
HBCU to complete her 4-year degree. Community college offered Sarah the opportunity to
complete her basic college coursework while remaining close to home. She acknowledges there
was an adjustment to early college life, noting a need to “get used to not having classes every
day, at the same time” from her daily high school schedule, and that “the level of the teaching by
the professors” was different from her high school teachers. At the same time, Sarah credits
community college for preparing her to transition to the 4-year university setting.
Her motivation to pursue a college education rested largely on a desire to expand her
potential career opportunities. While she originally thought of pursuing a degree in computer
science, Sarah chose to pursue business to assist with a long-term goal of starting her own
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business one day. She narrowed her focus to accounting and finance due to a strong inclination
for working with numbers, stating:
Ever since I was little, I was told that even in my sleep, I would be dreaming of numbers.
Throughout all my schooling, I always focused on the numbers, making sure everything
was correct and accurate whenever it needed to be.
In preparation for transitioning to a 4-year institution, Sarah again considered proximity to her
family and whether it would be necessary to live on-campus or if the situation made it more
viable to commute from home. Sarah was able to further narrow her school choices if they
lacked her chosen major, as she previously decided on accounting and finance as her area of
study. While proximity to family was important to Sarah, the choice of college she would attend
lay squarely with her. According to Sarah, “My parents’ perspective was they would be happy no
matter where I went…that the decision was ultimately up to me.” With her parents’ support,
Sarah ultimately chose to attend a mid-sized HBCU within driving proximity to her family and
home, and which offered her desired areas of study.
While acknowledging the preparation she received from community college in
transitioning to a 4-year institution, Sarah does point to some differences between the two
environments. In community college, the options of study available to students was narrowly
focused on standard courses required of all college students, with little opportunity for tailoring
to individual interests. In the university, the options were much broader, and with those broader
areas of study came professors’ teaching styles Sarah had not encountered before. Business
professors might deliver Power Point lectures on content taken from textbooks, while also
introducing real life business concepts not covered in books left her feeling “a little bit
unprepared.” The importance of being prepared and focused on classes served as a major
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influence for Sarah to remain living at home and commuting to campus. According to her
thinking:
I was able to have better study habits living at home than I would have living on campus
because I felt like I could discipline myself to be able to set a certain time to study. And
be able to use to focus solely on school versus anything else. And there was no
distractions at home.
Coupled with her decision to commute from home to school as a way of maintaining
good study habits, Sarah credits faculty for being supportive during the transition to the
university, noting they were even more accessible and willing to help answer her questions than
the faculty at her community college. This accessibility eventually evolved and allowed for
collegial interactions to occur beyond seeking guidance or direction on an assignment or
classroom concept.
I would describe the relationship with the faculty as being able to stop by their office and
saying hello, and just seeing how they were doing. And just letting them know how my
journey at the institution is going, to kill time, so it became more of like a conversation,
buddy-type situation.
Sarah also shared similar relationships with non-teaching staff of the institution, pointing out
being able to start casual conversations with individuals, asking how the day or weekend had
gone, and also sharing how her progress in school was going.
This support was particularly important now that Sarah maneuvered around a larger
institution in size and scope than she experienced before. Her community college experience
involved moving back and forth between two buildings and attending classes of around 10 or so
students. In contrast, the university setting required Sarah to visit multiple buildings for classes
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across a larger campus, and to regularly sit through classes of 35 to 40 students; in certain
instances, she would be one of a hundred students sitting in a classroom. In making such a
transition, Sarah commented, “I would say that it was a little scary, yeah for me, because I wasn't
used to the classes being that big.” As with her faculty, Sarah credits her classmates and peers for
assisting in her transition and time at the university. In community college, Sarah described
classmates as coming from all walks of life and interests, making it difficult to establish a
connection with other students, particularly if classroom encounters were just once a week. At
the university, however, Sarah found the common interest in business made it “somewhat easy to
be able to interact with my peers.” This was enhanced further students in Sarah’s majors
interacting with one another on a weekly and even daily basis, allowing for a rapport to be
established not possible at the community college. Thinking of how best to enhance her college
experience and potential career opportunities with employers, she would eventually become
involved in a variety of campus activities and groups, including the Black student accounting
organization, the Hispanic Business Association, and the college’s honor society.
I just felt like I wanted to have an even balance of studying for my courses, but at the
same time seeking out opportunities that could possibly lead to future career
opportunities. And I knew the best way to do that would be through being involved in an
organization because, yes, you can go to the career fair, but there are certain companies
that don't go to the career fair, or they do, but they're looking for your involvement
outside of school. Like who am I as a person. To show them who I was outside of just
being a student.
Sarah went on to secure a part-time position working on campus as a means of earning income
while going to school, allowing her to interact with staff and faculty on campus. She would
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eventually intern for a major accounting firm for two summers before securing a long-term
internship with a federal agency. With these extracurricular and career experiences, coupled with
a strong academic record, Sarah was able to secure a full-time offer with an accounting firm she
interned with previously ahead of her graduating in the Spring of 2022.
Looking back on her undergraduate career at the HBCU, Sarah expressed having a
positive student experience, noting, “As a young Latina on a HBCU campus, I felt like I was a
part of the institution here instead of apart from it. So, I felt like I belonged at the institution
more so than anything else.” She credits faculty, staff, and students in “contributing equally to
my sense of belonging,” further sharing that attending the HBCU “helped me see that just
because we're a different ethnicity didn't mean that I was treated differently.” Summing up her
college experience, Sarah commented, “I would say that my overall college experience was very
beneficial, and it provided me with opportunities that prior to going to [the HBCU], I would have
never known that I could have possibly obtained.”
Finding a New Way Forward
Sergio is a recent graduate with a degree in Finance. He was born in El Salvador, and
moved to the Houston, TX-area with his parents when he was 5 years old. He has an 11-year-old
sister. As immigrants from El Salvador, his parents sought to establish a better life for
themselves and their young family. Sergio’s father began working his way up in local
restaurants, eventually becoming a manager of one. Seven years ago, Sergio’s parents opened
their own restaurant. Sergio attended public schools, and ultimately graduated from a high school
made up mostly of Black and Latino students, with smaller groups of White and Asian students.
With his parents’ encouragement, Sergio decided to join his school’s Junior Reserve Officers'
Training Corps (JROTC) program, hoping it would provide some structure and potential
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direction he felt was lacking. If this did not provide the direction he was looking for, he could
always turn to working with his father in the family restaurant.
As he settled in with the Reserve Officers' Training Corps (ROTC) program, Sergio
found he enjoyed the experience and the learning opportunities it provided. More importantly,
his military instructors began talking about college and the possibility of participating in a ROTC
program while pursuing a degree. One instructor even recommended the college where he
graduated from as an option, citing the potential to be admitted, as well as scholarship
opportunities. As Sergio entered his senior year, he focused on the idea of going to college while
also considering a career in the military. He decided the best route would be to enroll at a
university that also offered ROTC. Having decided to remain in Texas, Sergio considered his
options in the surrounding area. The ROTC instructor who recommended his own alma mater
took Sergio and some of the other students in the program on campus visits. After visiting and
interacting with students at two or three colleges, Sergio walked away disappointed at the lack of
camaraderie within the programs. At one school, Sergio noted, “The way they described their
experiences was so negative and I didn't know…I was like, ‘Why are you being so negative? I
want to be a part of you guys; you're making it sound horrible.’ Sergio finally visited his
instructor’s school with some of his ROTC members, and once there “we just loved the campus.
The first thing that caught my eye was the school itself; the way it looks, the greenery, the trees.”
More important was the interactions with the amongst the ROTC members they visited with.
Sergio found the camaraderie he was hoping for, noting the school:
…had a small team of people. It was a small unit. I think only 40 individuals, whereas
other universities around the nation have at least 100. So, it was pretty small and
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everyone was tight in it. They were all friends with one another, and I really liked that
aspect of it, and I wanted to be a part of it.
Having had a positive campus visit, Sergio recognized he would have to tell his parents of his
decision. While initially unsure of their reaction at first, he had little to worry about. First, he tied
his college plans to a possible career in the military as an officer, noting “they've always had a
good trust in me, and they were okay with it.” Additionally, by being admitted to the college
ROTC program, Sergio received a scholarship to cover tuition while in college, as well as
supplemental financial aid funding to cover the cost of living on campus. Separate from funding
his education, Sergio noted the institution “was a close enough university I can always see my
parents. They always want to see me at least once a month, making sure I’m okay. It’s that's kind
of family dynamic.”
As he made plans to start life at college, Sergio knew once major decision before starting
classes was to declare a major. He originally thought of pursuing business management, a choice
influenced by his family’s business. Again, his ROTC instructor offered another suggestion;
rather than management, consider a more specialized area of study that would help Sergio
differentiate himself from the larger number of management majors enrolled at the school.
Sergio recalls the conversation, noting:
He himself had a business management degree, and he told me most people go for that
degree, so why not do something more specialized like finance. And at that time, I did
not know what I was getting myself into. I didn't really know the difference, but I had so
much trust in him that I just went with it. “Okay, I'll go finance.”
Throughout his first year on campus as a freshman, Sergio largely kept to himself, unless
interacting with other ROTC members. His exchanges with classmates were relatively brief,
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except for the occasional question about an upcoming exam or a recent announcement in class.
Looking back, Sergio noted:
I'm a very introverted person in general. That's how everybody knows me as well. But,
again, I can get extroverted if, you know, I get really close to somebody, but whenever I
was in my classes, I was always an introverted person throughout all 4 years. Maybe until
literally the last two weeks of college. But yeah, that's how freshman year really felt like.
Entering his sophomore year, Sergio struggled academically with some of his coursework. Visits
during office hours with professors did not provide the results Sergio sought. Through a friend in
the ROTC program, he learned of the university’s tutoring center and the support services
offered to students. By the second semester of his sophomore year, Sergio had recalibrated his
note taking and study habits, ultimately expressing confidently, “Okay, I'm really starting to get
this whole college thing down, like, I can do this.” Just months into the middle of the semester,
the onset of the COVID pandemic in Spring 2020 led to the university shifting to online course
delivery. During the remainder of his second year and the whole of his third year in college,
Sergio struggled to adapt to online learning, noting:
…I felt way more disconnected from the professors than I had been… I don't think I’m
really good in learning virtually through the screen. It just doesn't work. You know I
pushed through it. It was more of me just teaching myself at that time, and that's how I
basically got through those years.
It would not be until the second semester of his junior year that Sergio returned to the
classroom, if but in a limited fashion. The small number of students in the ROTC program made
interacting with one another during training and drills possible again, though with social
distancing in place. Regular classes remained online. Additionally, Sergio continued to live on-
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campus, preferring to remain close to campus and his unit rather than commuting back and forth
from his family home. ROTC responsibilities and training towards commissioning as an officer
remained a major focus of Sergio’s time at the university; however, those plans changed in the
summer before his senior year. During that summer period, Sergio’s rigorous workouts led to a
physical injury that left him unable to continue his training, commenting the injury impacted him
even beyond physical impairment:
I got this injury called hip impingement and it really affected me in a lot of ways, not just
physically, where I wasn't able to exercise the way it used to be. But I just felt like I lost
an aspect of myself, because I was all about being physically fit and having a good,
healthy well-being… this injury also affected me mentally and emotionally, where I felt
like that introverted aspect of myself grew bigger because I, again, I felt like I lost a big
aspect of myself.
Starting his senior year, Sergio wrestled with where his future lay. The injury impaired his ability
to continue officer training. In a year’s time he would graduate from college. With the support of
his girlfriend, he began thinking of possible career options. He also received advice from a new
ROTC instructor, who suggested a new plan whereby Sergio might pursue a different course of
officer training in another branch of the military. For the near future, however, Sergio’s pursuit
of a military career remained delayed due to his injury. To correct the problem and hopefully
regain a sense of physical normalcy, he accepted medical advice to undergo surgery. In making
the decision, Sergio commented:
…in my mind, I weighed everything, and my decision was to get the surgery, for the
main reason of being able to, you know, be comfortable again, not because I wanted to
commission; though it was a big reason. The main reason was to feel comfortable again.
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I'm a young person. I should be able to run and sit comfortably for a long period of time,
and to walk comfortably, so I took that chance and I got the surgery.
The surgery required several months of recovery. Sergio started his last semester of college and
informed his faculty of the situation several weeks in advance. Following his procedure, he
continued with studies from home, a possibility due to class content being available online. After
a period of recovery at home, Sergio returned to the classroom, albeit on crunches and at slower
pace.
In the remaining weeks of his senior year, Sergio admits to finally opening up to some of
his classmates in a particularly challenging class needed to complete his degree, stating, “I
started talking to my fellow students. These are the last few weeks. I’d say ‘I'm not doing too
well. I need your help.” He learned the day before graduation that his grade was high enough to
complete his degree. Having been unsure whether graduating was possible, Sergio and his
parents did not make serious plans to celebrate. Once he learned the good news, Sergio and his
parents began contacting friends and relatives to let them know he would be graduating from
college the next day; a small number of family joined Sergio’s parents on his graduation day.
Looking back, Sergio recognized the struggle and uncertainty that marked this final moment in
his college career:
Hmm freshman and sophomore year, I would tell you that I would not see myself
graduate. Freshman, sophomore year wasn't that important. What was important to me
was to commission, right, and because of everything that happened…That day of
graduation it felt important again. And it felt like okay, this is actually a very important
part of my life and I’m glad I’m able to appreciate it, even though I had to go through all
these struggles... But yeah, graduation meant something that day for me.
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Beyond his personal challenges, Sergio admitted to having “a love hate relationship” with his
now alma mater. Having attended schools populated mostly by Black and Latino students, the
social adjustment to attending a HBCU was not particularly difficult, though he does admit to
feeling like “the minority amongst the minority” due to his introverted nature and staying largely
close to those he was familiar with in the ROTC program. Yet, when recollecting moments
interacting with others, versus the experiences of a friend attending a different institution, Sergio
noted:
I did find that whenever I did get the chance to talk to somebody on campus that they
would be some of the nicest people you'd ever talk to. And it's not that I had anything
against anybody; I just wasn't the person, the kind of person, to be the first one to make
or to start a conversation. But I always had a great time talking with some random people,
some random students. Bumping into somebody or having a small chat; it was always
interesting. And then these little, small details, like everybody, opening the door for you,
no matter what. Like comparing this to… I had a friend who went to a different
university, it was in Texas, but some school in San Antonio. They told me, “Hey man,
nobody here opens the door for anybody. It's you're all by yourself here, and it really is
different.”
For Sergio, the college experience included a number of unexpected challenges, including
adjusting to life as a first-time college student, continuing to progress despite a global pandemic,
an injury that derailed plans for a military career, and last-minute anxiety over passing an
important class. Ultimately, his college career ended on the positive note of making him the first
college graduate in his family.
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Research Questions
I utilized the responses shared by participants during individual interviews in answering
the research questions originally posed for this study. Previously developed questions sought to
capture an understanding of students’ personal support structures, both familial and social, that
contributed to their continued persistence. Additionally, responses helped to uncover the
influence of institutional and non-institutional factors leading to initial and continued enrollment
at the institution. Results are summarized in Table 2, with further discussion provided for each
research question.
Table 2
Applicability of Research Questions to Participants
Participant
pseudonym

RQ 1
Presence of
family support

RQ 2
Presence of
social network

RQ 3
RQ 4
Overall
Int/Ext factors
institutional
contributing to
support
persistence
Hector
X
X
Jamie
X
X
Mark
X
X
X
Michael
X
X
Sarah
X
X
X
Sergio
X
X
Note. “X” denotes the participant provided a response making the research question applicable to
their experience. An indication of “-” denotes the participant did not provide a response making
the research question applicable to their experience.
RQ1. What Family Support Structure Contributes to a Latino(a) Student’s Success?
In capturing participant responses regarding familial contributions to their college
progression and success, I found that for three participants, family member support revolved
largely around offering encouragement to continue doing well or to persevere during particularly
challenging periods. Sarah commented family and friends “were very supportive and encouraged

114
me when I needed to be encouraged,” particularly in stressful periods such as when final exams
were being conducted. Mark commented that despite feeling behind in completing his degree, his
parents continue “encouraging me to keep moving forward, to keep at it.” In reflecting on his
decision to change majors, Michael shared his then concern over his family’s potential response.
His concerns were alleviated when they expressed understanding his desire to do something that
he found more aligned with his future career goals. For Jamie, the lone married participant in the
study, emotional and financial support contributed to her continuing in college, crediting her
husband as key to helping her decide to become an accounting major. She noted that his ability
to provide for their household financially was in stark contrast with the financial struggles she
faced on her own in earlier college years. Also, she expressed having less personal anxiety
making a potential career change in her third year of college as a result of the support she
received from her husband. In the case of Sergio and Hector, neither expressed specific examples
of family members playing any particular role in their college progression. Ultimately, four of
the six participants expressed receiving some level of emotional support from family members.
Except for Jamie, no other participant spoke of receiving financial support from family members,
or specific advice and guidance on how best to maneuver through the college experience.
RQ2. What Social Network Might Exist That Contributes to a Latino(a) Student’s Success?
Separate from familial relationships, another consideration was the potential influence of
peer or friend circles in contributing to participants’ college progression and success. As noted in
Research Question 1, Sarah gave recognition to her friends for providing encouragement during
particularly stressful periods of college life. Unlike from her community college experience,
being able to interact with a group of peers in her major on a regular basis allowed Sarah to
establish relationships, commenting this allowed them to go through “the journey of college
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together.” Rather than feeling alone or disconnected as a commuter student, Sarah was able to
remain involved on campus thanks to friends who joined her in attending organizational
meetings and company information sessions. In Sergio’s situation, he and a friend from high
school arrived on campus as part of the university’s ROTC program. After his high school friend
transferred to another university, Sergio stuck close to the peer group within the ROTC program.
He credited one ROTC member for providing him support and direction when he had questions,
and even pursued tutoring based on their recommendation. When COVID conditions drove many
of the university’s students back home and in-person classes online, Sergio returned to living on
campus to maintain a connection with his ROTC unit. Still, Sergio noted his introverted nature
kept him from establishing stronger relationships with his business major peers or being involved
in student activities. He expressed his college experience might have improved had he been able
to make stronger connections with others. In would not be until the last weeks and months of his
college career that he opened up to some of his classmates’ seeking assistance with passing a
challenging class he needed to graduate. Mark and Hector, each remarked on being open to
talking with others, no matter their background. Mark noted that, while being older than his
traditional college peers left him feeling insecure at times, “all you really have to do is just
something simple as asking for help. It’s enough to create a relationship with somebody else.”
For Hector, working through his shyness allowed him to establish a small but diverse friend
circle, while also discovering potential career opportunities under his new academic major. For
Michael and Jamie, while both expressed a desire to be more engaged and seeing the benefit of
establishing a new friends circle, work commitments and personal responsibilities left both
feeling disconnected to a certain degree from their peers.
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RQ3. What Institutional Policies/Programs/Activities Contribute to a Latino(a) Student
Persisting at the Institution?
Under this research question, no participant spoke to any particular institutional policy or
program that potentially contributed to their success. For Sergio, the ROTC program provided
both financial support and structure to his college life, driving him to remain focused on staying
in college despite personal challenges that developed throughout his college career. The small,
close-knit environment within ROTC served as a support system for him and would repeatedly
return to discussing the program and the individuals within in throughout his interview.
However, looking back on his college career and his steady commitment to the ROTC program,
Sergio commented, “I really do wish I had joined some programs that the College of Business
provided.” Regarding other programs at the university, Hector and Sergio sought out tutoring
support from the university tutoring center to help them with understanding content for some of
their classes; however, other participants did not make mention of using this service. For Sergio,
he discontinued seeking out tutoring because he preferred an in-person experience versus the
online service available during COVID conditions. Sarah remarked about seeking out assistance
from the Registrar’s Office and Financial Aid Office because she “always wanted to make sure
to know if there was any kinds of grants or scholarships that could come my direction to help pay
for my college.” The other participants did not speak to any other programs contributing to their
college performance or progression.
Alternatively, nearly all the participants spoke to some kind of involvement with an
extracurricular activity within their major area of study or at the overall institution. Sarah
initially joined a student political action group on campus due to an interest in politics before
focusing her attention on business-related groups such as the Hispanic Business Association,
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National Association of Black Accountants (NABA); she would go on to help found a new
student chapter for fraud examiners organization and was inducted into two campus honor
societies. Hector originally joined a campus mentoring program as a freshman, but his mentor
did not ultimately maintain the relationship after the two were paired. As a music major, he was
part of the university band but left when he switched majors to finance. He participated in a
community service group that has only met intermittently. Following his change of major,
Hector would go on to join NABA, as well as the new fraud examiners organization Sarah
helped to found. Michael spoke of some initial interest in joining a fraternity but could not fully
commit the time to participate in its various activities and ultimately did not join. He eventually
became active within the Hispanic Business Association and is an officer in the college’s honor
society. Jamie initially became involved in the campus rugby team and pre-law society before
health and financial challenges forced her to give up these activities to work longer hours at an
off-campus job. She did not comment on being involved in any other organizations since
switching her major to accounting. Mark joined the Hispanic Business Association and is
seeking out other opportunities relate to his career interests and to help make new friends.
Sergio’s involvement with the ROTC program included physical training, professional and
leadership development activities, as well as holding an administrative role within his unit.
Despite their varying levels of involvement in extracurricular activities, each spoke to the benefit
of being involved on campus and in student organizations.
RQ4. What Internal and External Factors Contribute to a Latino(a) Student Choosing to
Persist at the Institution?
For participants, the most frequently referenced factor at the institution contributing to
student success was the role of faculty in student learning and support. For Sarah, faculty were
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key in helping her transition from community college to the university, noting they made
themselves available to answer questions whenever she needed them, and ultimately found
herself being able to establish relationships that later led to opportunities she might not have
been aware of before. Mark noted faculty encouraged discussion in their classes, which furthered
the establishment of relationships amongst students to support one another, while also offering “a
bunch of resources to use for you to succeed in the classroom.” For Jamie, health challenges
could have derailed her college career, but in talking with her faculty, she found “they became a
little bit more open with me, and so those interpersonal relationships between me and the faculty
became a little bit stronger.” In committing to getting her assigned work done, her faculty were
willing to adjust to support her needs. Having entered the university as a music major, Hector
noted his then faculty, specifically one Latino professor, came to serve as mentors who
encouraged him to push himself during difficult times and be open to trying new things. Hector
would also credit one of his non-music major professors in an early course for encouraging him
and classmates to consider new paths and interests. This encouragement later led to Hector
considering new majors, which lead to him changing to study business. Michael noted his
professors exhibited an overall caring nature for their students he did not believe he would find at
other institutions. In Sergio’s recollection, academic faculty did not play a particularly
substantive role in his academic progress, but he did note that one of his military instructors
provided importance guidance and advice on how he could potentially get back on track with his
military career, where others had not been able to provide the same insight. This ultimately led to
Sergio proceeding with the surgery that helped improve his physical and mental standing through
the rest of his college career.
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In addition to faculty, non-faculty academic advisors served as a key constituency for
some of the participants, specifically Jamie and Michael, who changed majors when they found
their old majors no longer felt like a good fit. For Michael, his then-engineering program advisor
offered advice on how he could go about changing his major to business. Even after becoming a
business student, Michael commented, “I will go to her and she'll still help me, and she is very
encouraging and very friendly.” For Jamie, her old academic advisor discussed potential options
she could pursue at the university and develop a transition plan, while her transfer advisor
outlined how existing coursework could be applied to the business major and explaining any new
requirements she would need to complete. Their support was so impactful, Jamie stated she
preferred working with them over her faculty advisor. Hector’s relationship with custodial and
cafeteria staff was the only instance in which participant in the study recognized someone
outside the academic area who helped influence in their experience at the institution. In this
instance, the custodians greeted him and offered encouraging words, while the lunchroom ladies
looked out for him by recommending certain dishes and offering him larger servings than they
might provide other students, actions Hector expressed making him feel welcome on campus.
Externally to the institution, two participants made mention of external influences that
contributed to their academic progress and success. Jamie made a point to mention a community
health and justice program she has participated in after receiving information from a university
academic advisor. She credited the program’s staff and mentors for supporting her through her
struggles in college, while also introducing her to individuals from various walks of life.
Expressing sadness her time in the program was coming to an end, Jamie expressed appreciation
for having participated in the program by commenting, “I think the sense of community [within
the program] really boosted my confidence to transition like from one major to another so late in
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my college career.” For Michael, he believes his strong work ethic and commitment to the
company he works for have left a favorable impression on his managers and other personnel he
has worked with. He has been permitted to cross-train in areas other part-time workers have not,
his supervisors have provided recommendation letters when he needed them for school activities,
and he has met alumni from the university working at the company who have encouraged and
assisted him with networking. Having established positive relationships and experiencing the
company’s willingness to work around his school schedule, Michael sees himself working for the
company in a higher-level role full-time after graduating and believes his business education will
improve his career prospects for the long-term.
Themes
According to Saldana (2021), themes serve as “ideas presented by participants during
interviews that summarize what is going on, explain what is going on, or suggest why something
is done the way it is” (p. 258). Researchers DeSantis and Ugarriza further elaborated that themes
bring “meaning and identity to a recurrent [patterned] experience and its variant manifestations,”
capturing and unifying “the nature or basis of the experience in a meaningful whole” (Saldana,
2021, p. 258). By reviewing and coding the qualitative data provided in interviews by
participants, I identified four themes: a decision-making process largely driven by the individual,
an uneven college transition and ensuing adjustment, a need to manage one’s state of mind with
a broad support structure, and an acceptance by and connection to the overall institution. The
four themes are noted with contextual meanings in Table 3.
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Table 3
Themes From Participant Narratives and Contextual Meaning
Theme

Theme definition

Individual-based Decisionmaking Process

Even with support and encouragement from existing social
network, participants largely left to their own devices in
maneuvering through the college-going process.

Uneven College Transition
and Ensuing Adjustment

As first-generation college students, participants struggled in
finding a direction with their college careers, causing delays in
college progression until they could revise their college plans
and reestablish themselves.

Managing Ones State of
Mind with a Broad Support
Structure

Acknowledging a range of emotions present in the collegegoing process. Participants noted the importance of turning to
other individuals and entities to overcome stressors, and to seek
guidance as needed to make progress with college goals.

Acceptance and Connection
to the Institution

In overcoming college struggles, participants recognized having
a place in some segment of the institutional community that
allowed them to express a sense of belonging that contributed
to their college success.

Individual-Based Decision-Making Process
Throughout individual interviews, I observed a frequent refrain that decision-making
related to deciding to attend college, choosing an institution to attend, and the process of entering
college, fell largely on the backs of participants. Each participant expressed similar desires to
expand their career options for the future as a reason for pursuing a college education, something
that would make each participant the first to do in their immediate families. While some, such as
Hector, felt some pressure from extended family to pursue a college education, commenting, “I
really didn't have an option. It is kind of more ‘Everyone's expecting you to go to college,’”
others expressed that the decision was largely their own to make. Once made, the pursuit of
college shifted to include where to attend. Hector and Sergio received recommendations from
teachers to consider their alma mater, while Jamie expressed being encouraged by some family
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to consider the same institution (namely the HBCU eventually chosen for the site of this study).
Each participant expressed similar parameters for narrowing down their college choices, which
included: distance or proximity to home and family, public over private institutions, cost of
attendance, potential financial support, and the presence of an academic major of interest. Sergio
expressed one other parameter, that being the presence of an ROTC program. In every instance,
the final decision to attend the HBCU rested entirely on the participant.
Some participants relayed their parents’ responses regarding their college choice. Sarah
commented, “My parents’ perspective was they would be happy no matter where I went, that the
decision was ultimately up to me.” On letting his parents know where he decided to enroll,
Sergio’s parents did not express any concerns about his choice: “Yeah it wasn't that hard to
convince them [where he would attend]; wasn't really a complicated situation that I had to go
through.” For Hector, his choice offered the starkest of realities regarding a first-generation
student pursuing a college education:
It's kind of on me making the decisions, because they couldn't really understand. If I’m
speaking to them and they're like just go, they really don't know much about college. Or
they don't know [what to say]. They just know that it's college; you go to higher
education.
There was no instance recorded during interviews where the HBCU was forced as a choice on
the participant, nor did anyone comment that parents or family member had a final say in
deciding the institution. It should be noted Sarah and Mark pursued initial college studies at a
community college with the intention of transferring to a 4-year university, but even in these
instances, both expressed the same parameters used to narrow down their options as the other
participants. The institution being an HBCU was not a factor alone in the decision-making
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process for the participants, though Jamie did note it as something of a positive characteristic tied
to her family’s history. While she received some resistance from some friends and family
members regarding her choice of college, Jamie’s response highlights that decision:
Oh well, once I got here it's like they knew that they couldn't stop it. You know I’m
paying for school. So, they ultimately knew that it was my decision in the first place, so
they can't do anything about it, so they are just going to be happy for me now.
Uneven College Transition and Ensuing Adjustment
The transition into higher education for prospective college-going individuals can be
different depending on their social and economic backgrounds, the presence or absence of others
to guide them, as well as the options available to them for further study, just to name a few
considerations. Amongst participants, social and economic considerations aligned similarly, as
each indicated having grown up in working-class families, with all but one participant (Michael)
indicating their parents had not previously attended college. Considering this, participants largely
indicated receiving uneven advice and direction regarding college from a myriad of individuals.
Michael and Jamie received some advice from extended family and friends about going to
college and the options they might consider, but no other participant spoke of such specific
engagement. Sergio, Michael, and Hector, commented about receiving suggestions or advice
from teachers in high school, while Sarah, Jamie, and Mark spoke largely to considering college
options on their own without high school teacher or counselor input. Michael and Hector
indicated enrolling in advanced-level courses (i.e., honors, AP, college-level), though both noted
they did so later in their high school careers and without much guidance about the differences
from regular classes or the benefits of taking them. Sergio, Sarah, Jamie, and Mark did not speak
to completing advanced-level courses during their interviews.
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In adjusting to the college dynamic, Sarah and Mark were the only two participants who
spoke of taking college-level classes after high school and before arriving in the university
setting. Both referenced needing time to adapt to the teaching styles of their professors, as well
as familiarizing themselves with the institution’s campus and its various offices, compared to the
small community college environment they experienced previously. Even with his prior college
experience, Mark struggled initially with his transition, stating, “I believe it's just the fact that I
was so…like this being the first to do this. I feel like there was a lot that I just completely had to
figure out by myself.” Restarting his college career at the HBCU, Mark indicated he had a
renewed focus on his studies that he lacked from community college. Still, new challenges
emerged, such as having to identify new ways of funding his college education after deciding he
would not work while in college. His decision not to work led to questions and some criticism
from extended family. In trying to look beyond their reactions, Mark commented in part, “They
don't understand that I am looking to better myself, you know, financially, and they just want me
out working, like getting money with whatever means.” In order to save money, Mark chose to
commute to campus from home, leaving him feeling disconnected from his university. He also
expressed noticing a personal disconnect from classmates, who were younger than himself. For
Sarah, who just completed her degree, the transition appeared less challenging. She remained
committed to the career path she had chosen while still in community college. While she
commuted to campus similarly to Mark, she pursued multiple avenues to help her remain
connected and engaged as a college student. She engaged faculty in her discipline when she
encountered difficulties with her classes, sought out university offices when she had questions
about academic standing or funding opportunities, became active in a variety of student
organizations, and worked on campus to help pay for college. While she may have experienced
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some personal challenges, Sarah did comment of any significantly interfering with her academic
progress or career plans.
For Jamie, Sergio, and Hector, their chosen university was not completely unfamiliar, as
they made prior visits to the campus with family or for high school extracurricular activities.
Still, such occasions did not help them to avoid some of the challenges they and others faced as
enrolled students. Despite having extended family who previously attended the university, Jamie
faced a number of health and financial issues following her first year of college. She also spoke
to originally entering college intent on becoming a lawyer, but due to her beforementioned
challenges, and the onus of having to pay for her undergraduate education then law school, Jamie
struggled with finding a new path for herself. She would not find her footing again until after she
married and was able to gain both financial and emotional stability and a new sense of direction.
Sergio entered college intending to pursue a career in the military. To do so, he chose the HBCU
over other schools to participate in the campus ROTC Program, and influenced by his parents
operating their own business, chose business as his major. As with the other students
participating in the study, Sergio was enrolled in college at the time of the COVID pandemic in
2020. His self-admitted introverted nature, combined with the isolation created from the shift to
online learning, left Sergio isolated from his institution and peers, even though he remained
living on campus and participating in ROTC activities. With a focus on preparing for an officer’s
commission after graduation, Sergio injured himself during military training the summer before
his last year of college. The injury lingered for a semester before he decided to pursue surgery to
correct the issue. Despite the surgery being successful, a military career would not be a viable
option for Sergio in the near future, forcing him to reconsider his career path just weeks before
the end of his college career.
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Hector entered the university as a music major but expressed being wholly unaware of
the academic options available to him, commenting, “Before, I really didn't feel like there was
any exposure of what I could have done.” He chose music as his major largely off the advice of
his former band teacher in high school, and once in college, found that his interest in music was
not strong enough to keep his focus. Only after receiving regular mentoring from a Latino music
professor, as well as engagement with other faculty, did he identify a new major. Even then,
Hector expressed feeling behind from peers in the business program, who seemed to already
have a sense of direction with their careers after college. In realigning his academic and career
interests, Hector began opening up to peers in classes and seeking out opportunities to engage in
his college and major. One of these connections led to him learning about an internship
opportunity with a consulting firm. After attending the firm’s campus information session, he
secured an interview with the company, and was a co-op opportunity in his area of interest for
the upcoming semester. Michael was forced out of his engineering pathways program when
advisors realized he did not meet prerequisite requirements. Rather than transfer to another
institution, Michael chose to stay at the HBCU. After 2 years as an engineering major, Michael
found his career interests lay elsewhere, and so moving into his third year of study, switched
majors to business. As a commuter student, he encountered difficulties being able to fully
integrate into campus life, juggling classes and schoolwork with a part-time job. Despite his
irregular work schedule, Michael became involved in a few student organizations, and has now
found himself drawn to a career in operations and logistics, an area related to his academic major
as well as his part-time work.

127
Managing One’s State of Mind With a Broad Support Structure
Acknowledging Their Emotional State. The transition to college and the ensuing
challenges that emerged led participants to acknowledge and describe their feelings and emotions
resulting from a spectrum of situations. The following are statements made by participants in
their own words prefaced by clarifying statements.
In speaking to the larger class sizes in her new university compared to her experience
from community college and how she overcame this emotion, Sarah commented:
I would say that it was a little scary yeah for me because I wasn't used to the classes
being that big. But then again it was somewhat easy to be able to interact and connect
with my peers, so now we could be able to help each other out if need be.
In describing his return to college several years after leaving community college, Mark
commented on his initial feelings upon returning to college:
I remember last semester, when I first started, it was definitely nerve racking because I
had never been in that position before. Like it felt like I was like a little kid again, starting
in a new school. Just because it was a 4-year university, like it was very serious.
Additionally, Mark spoke to the mindset he sought to be in with this latest phase of his
college career:
I didn't want to repeat what had happened a long time ago. Where I was, I went in and I
wasn't happy with what I was studying, and eventually stopped going. I told myself that
that was not going to happen.
Jamie shared the moment when she sat down with her husband to talk about making a
change in her college career:
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Me and my husband had a conversation one day. I was sitting down because I don't like
to take leaps of faith. I like to know what I'm doing before I do it, and I was sitting and
really talking about like I need to do something else, like something needs to happen,
because this is not working for me.
This is followed by a later statement recounting how Jamie feels about her decision to change her
major:
Yeah, so one thing that kind of like I tussle with myself is feeling like a failure, because
you know I changed my major so late. I have to stay another year; that's just how it is. In
order to, you know, do my classes correctly, not overload myself and fully soak in the
information, I have to go into the year [with this mindset].
For Michael, the decision to change his major not only took into account a change in
career plans, but also the potential financial impact it could place upon himself and his family by
adding more time to degree completion. Here, he relays his concerns leading up to revealing his
decision to family:
I was concerned that they would have an issue with me telling them that I leaving
engineering, especially because being like the only one in college and this was a 4-year
degree. It was hard, because I felt like I was working to get out of a bad financial
situation, and so I kind of like delayed telling them that I wanted to get out. And I thought
they were going to be like absurd disappointed [in me].
For Sergio, the end of his last semester was charged with concern due to uncertainty
regarding a grade in a class needed to complete his degree. Once he received confirmation that
he could indeed graduate, Sergio reflected on his college career and commented on the
importance of graduating from college:
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Hmm, freshman and sophomore year, I would tell you that I would not see myself
graduate. Freshman, sophomore year wasn't that important. What was important to me
was to commission, right, and because of everything that happened…that day of
graduation it felt important again. And it felt like okay, this is actually a very important
part of my life and I’m glad I’m able to appreciate it, even though I had to go through all
these struggles...But yeah, graduation meant something that day for me.
Presence of Support Structures. As each participant acknowledged certain feelings and
emotions throughout their college career, they each also acknowledged the presence of certain
support structures in times of need. These took the form of close family members, faculty, staff,
peers/friends, and even institutional structures. Throughout her interview, Jamie referenced the
role of multiple supporters, including her husband, who helped her think through the process of
changing her major; faculty, who were willing to work with her as she attempted to overcome
on-going health issues; and her off-campus mentoring program, which introduced her to
individuals she could turn to for advice as she worked to establish a new life for herself. Sergio
pointed to the ROTC program playing a significant role in his college career, as it provided
financial support for his college education and structure as he worked to find his footing in
college. Separately, Sergio acknowledges the support he received from his girlfriend, who
encouraged and motivated him “to keep pushing” past his physical struggles and consider a new
path for himself once he finished college. Hector, who’s family was not engaged in his college
life, found initial support from his professors in the music department, who encouraged him to
seek out a path that he was passionate about, even if it was not in music. He noted being able to
develop a small circle of friends he could spend time with outside of class, even gathering
together for meals and cooking on occasion. Hector also pointed out developing connections
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with Latino/a custodians and lunch staff he encountered in his first days on campus, encouraging
him by saying “Echale ganas, like keep going,” and who he remains friendly with as they inquire
on his progress in school.
For Sarah, concern over her academic performance emerged during stressful periods,
such as when she was preparing for major exams. She commented on the encouragement she
received from family and friends during these moments:
I would say that for me encouragement happened at particular times, mostly during midterms and finals time because I felt like those two times were the most stressful times
within the semester. I needed encouragement I could continue studying, continue to do as
well as I have been doing prior to those times.
In returning to college, Mark noted the challenge of adjusting to student life; yet he goes
on to acknowledge the importance of seeking out assistance, and the benefits of securing it from
a peer he connected with:
Like all you really have to do is just something simple as asking for help. It’s enough to
create a relationship with somebody else. I really got close with one of my classmates,
and it just started off as simple as asking for help with one of the homework assignments
that we had to do. And from then on, we just kept going back and forth throughout the
semester. If she needed help, I of course offered whatever I could, and you know, vice
versa.
In addition to peers, he recognized the support he received from faculty, who offered up
resources to their students on a regular basis, an important consideration for Mark as he seeks out
ways to save money for college. And despite concerns expressed by extended family regarding
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him not working, Mark pointed to his parents’ willingness to speak up for him when such
comments come up, and who inquire into his progress in school.
Acceptance and Connection to the Institution
After choosing to attend an HBCU, the participants shared an array of experiences during
their transition into the institution and the adjustments that followed, as well as acknowledging
the support systems used to overcome emotionally charged moments in their college careers. In
this theme, I focused on the participants’ overall experience at their HBCU, including the level
of acceptance and belonging they attained while there. Below are statements provided by
participants in their own words.
Regarding interactions with her faculty, Sarah spoke to the relationships she was able to
establish with them:
I would describe the relationship with the faculty as being able to stop by their office and
saying hello, and just seeing how they were doing. And just letting them know how my
journey at the institution is going, to kill time, so it became more of like a conversation,
buddy-type situation.
Regarding interactions with staff at the institution, Sarah remarked they were not unlike
her experiences with the faculty:
It is very similar to the faculty because as time grew on I was able to also just start up
conversations with them, see how their weekend was going right then, or each day, and
just let them know how my journey and the university was going as well.
In being asked to describe her overall experience at the institution as a Latina attending
an HBCU, Sarah commented, “As a young Latina on a HBCU campus, I felt like I was a part of
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the institution here instead of apart from it. So I felt like I belonged at the institution more so
than anything else.” She continued further by stating:
I would say that being a new person in the HBCU, having been able to have those
connections with my faculty, staff, peers, it helped me see that just because we're a
different ethnicity didn't mean that I was treated differently. We weren't the same, but we
actually were because we were all educated or we're getting ourselves educated for our
future careers.
In describing his experience at the institution so far, Michael credited the faculty’s
commitment to students by stating, “I would say, like, the amount of caring that they put in at
[the HBCU] I would definitely say I wouldn't find in just any university.” Later in his interview,
Michael expounded further on his experience and the reasons he remained at the institution
rather than transfer elsewhere:
Another big reason was the professor's there kind of care more than kind of some of the
other ones that I have heard of that are at other universities. There's not many students in
the class. A lot of these advisors and professors go out of the way to help you out, so I
like the environment, the learning environment. And so that's kind of what made me
decide to stay.
When asked to remark on his decision to attend the institution, Mark made a point to
complement his fellow students and faculty, while also being critical of himself for his delayed
return to college:
I can say that this has definitely been an amazing experience for me. I look back at my
18-year-old self and I'm like I keep thinking to myself like why didn't I do this earlier.
This is a great campus. Like it's not that far away from my home for me. Why didn't I do
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this earlier? Definitely you're meeting all these great people, all these, you know great
students, and all these like teachers are very good professors. They are very nice, they're
helping you, you know. ‘Why didn't you get through your head and get this done earlier?’
In Jamie’s interview, she admitted to feeling a connection to the institution as a result of
extended family attending before her. In sharing her own experience to date, she expressed that
[the institution] just makes me feel like home. And I'm sure that's probably because you
know, I'm getting like a false sense of security, because my family has been here before,
but I don't know. That's just how I feel.
She also provided a comment crediting the welcoming environment to the institution’s president,
noting in part, “She tries to make it a place where everybody feels comfortable, and I really
appreciate it.”
Remarking on his experience so far, Hector believes his time in college has been positive,
noting a uniqueness in environment his friends do not have at their institutions:
Really like…compared to some other friends in different colleges like they don't really
have it the same. They sit in like huge classes, and they really don't get to interact with
the professors. I really like where I came. I really like [the institution], just because… I
just like the culture, and I just like the people in it.
For Sergio, his time at the HBCU is referred to as something akin to “a love hate
relationship.” He recognized his focus on ROTC and military career, as well as an introverted
personal nature, kept him from opening up to others and having a traditional college experience,
noting:
At some times, I felt like I didn't fit. Like I felt like the minority amongst the minority,
you know, because the only people who I ever really tried to talk to were other ROTC
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people. But I did find that whenever I did get the chance to talk to somebody on campus
that they would be some of the nicest people you'd ever talk to. And it's not that I had
anything against anybody; I just wasn't the person, the kind of person, to be the first one
to make or to start a conversation. But I always had a great time talking with some
random people, some random students. Bumping into somebody or having a small chat; it
was always interesting.
Speaking to the HBCU environment, Sergio stated the following:
It really is different here. There's a certain…I don't know how else to describe it; there's a
certain culture that [the institution] has, and for those who just look at [the institution]
from the outside they'll never truly understand what it's like to be an HBCU.
In summing up his time attending at an HBCU, Sergio commented that “Looking back at all the
bad experiences makes it just nostalgic to look back on, and I’m just grateful that I had that sort
of experience.”
Summary
Upon the completion of semistructured interviews of six Latino/a business students, I
reviewed the qualitative data to develop individual profiles detailing participant personal
backgrounds, college choice process, and experience to date at the HBCU selected for the study.
Separately, I used participant responses to reflect on the four research questions originally posed
in Chapter 1. I then utilized In vivo coding to identify themes from participants’ responses,
resulting in the identification of four themes: a decision-making process largely driven by the
individual, an uneven college transition and ensuing adjustment, a need to manage one’s state of
mind with a broad support structure, and an acceptance by and connection to the overall
institution. In Chapter 5, I will utilize these results to develop a discussion of findings, identify
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limitations from the study, and offer potential recommendations for application and future
research as they relate to influencing leadership in the higher education setting.
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Chapter 5: Discussion, Recommendations, and Conclusions
In Chapter 5, I provide a summary of the original problem and purpose behind this
qualitative study. I then transition on to discuss findings from the study as they relate to the
original research questions, themes that emerged from participant responses, and study
limitations as observed from my perspective. Lastly, I provide potential recommendations for
application by higher education leaders within a similar institutional dynamic, as well as
researchers seeking to continue investigating similar populations in the higher education setting,
and a conclusion to the overall study.
Study Problem and Purpose
Existing research points to the benefits of diverse environments on student learning
outcomes and engagement in the higher education setting, but such results require the
involvement of key constituencies (i.e., administration, faculty, staff, students) in order for
diversity and culturally inclusive initiatives to be successful (Hoffman & Mitchell, 2016;
Karkouti, 2016; LePeau, 2018). Harnessing the efforts of these various groups, institutional
leadership can better identify, allocate, and utilize resources in establishing an environment
where diverse populations are drawn to, feel accepted, and ultimately graduate with a college
degree. In this study, I sought to understand the experiences of Latino(a) business students
attending a HBCU in the southern United States, specifically Texas. While institutional leaders
developed a strategic plan including an admissions goal of recruiting additional Latino(a)
students, there was no mention made of resources to be allocated to achieve said goal, nor in
resources to retain this target population to degree completion. The institution ultimately
achieved its goal of increasing Latino(a) enrollment, but there were no action steps built into the
strategic plan to conduct follow-up with this population to understand the reasoning behind
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enrolling in the institution, as well as the factors that motivated these students to remain and
progress to degree completion.
In the absence of such a follow-up plan, the purpose of this qualitative study was to
identify a group of current Latino(a) college students, specifically business majors, willing to
share the motivations that lead them to enroll at a specific HBCU, to understand their reasoning
for remaining enrolled, and to capture their experiences as an underrepresented population in a
higher ed institution originally established for another minority population. With this first-hand
information, institutional leadership could be better positioned to develop and/or refine practices
that contribute to the strategic goals and mission of the institution. Separately, the study would
potentially contribute to uncovering those factors and campus cultural influences that impact
Latino(a) students’ college-going experiences, both at the personal and institutional level.
Beyond this one MSI’s position, research focusing on the enrollment of Latino(a) students at
HBCUs and PBIs is limited in scope, providing little first-hand commentary for researchers of
higher education minority institutions and diverse population issues to examine.
Discussion of Findings
To capture the unique experiences of each participant, I chose to conduct a narrative
study. Having narrowed down the potential pool of students utilizing purposeful sampling, I
secured the cooperation of six Latino(a) participants, which included two juniors, two seniors,
and two recent graduates; four men and two women. I conducted semistructured, individual
interviews via Zoom with each participant. Recorded interviews produced transcripts, which
contributed to the development of participant narratives, provided answers to four previously
defined research questions, as well as themes.
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Reflections on Research Questions
In response to Research Question 1 (What family support structure contributes to a
Latino(a) student’s success?), participants expressed varying degrees of family support. Before
enrolling in college, no participant spoke to having parents who could provide guidance on the
path to college nor being involved in the decision-making process in choosing an institution to
attend. Instead, a majority of participants spoke to having parents with little understanding of
how one pursued a college education or what it entailed. A few participants expressed having
received some advice from extended family members, but none expressed receiving guidance or
mentorship from one primary figure within their family circle. Most participants indicated the
role of family – whether they be parental figures, a spouse, or other family members – lay
primarily in providing emotional support following college enrollment. It should also be noted
that a number of participants were able to commute from home to school, which factored heavily
into their ability to attend college; another participant spoke to being able to find greater
academic stability by living independently with their spouse. The combination of this financial
and emotional support appeared to serve as a tradeoff for participants to continue their college
plans in lieu of greater familial guidance on college plans.
In response to Research Question 2 (What social network might exist that contributes to a
Latino(a) student’s success?), a number of participants spoke to needing time to establish
relationships in the college setting, either because of their introverted natures or a lack of
opportunity to engage with others. Some existing high school friendships carried over to the
college setting for a time before making way for new relationships with college peers. Some
expressed seeing these relationships emerge during interactions in the classroom or in the shared
spaces of residential facilities, while others found participating in campus activities and student
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organizations beneficial for making new connections and friends. Participants noted that faculty
who encouraged peer discussion and interactions contributed to making such connections, while
the use of online learning left some students feeling disconnected from their peers and faculty.
While some participants indicated they felt welcomed by peers and even had others reach out to
them first, most participants expressed trying to personally reach out and engage with
classmates, or to seek out extracurricular activities they might find interesting. This may allude
to non-Latino(a) classmates being unsure of how to engage with Latino(a) peers in an HBCU
setting. Separately, engagement in student organizations by a number of participants may speak
further to the challenge of establishing deeper relationships from classroom-based peer
interactions. No participant spoke to having a large social circle in the college setting, instead
acknowledging relying on a small circle of friends to engage with and turn to as needed for
support.
In response to Research Question 3 (What institutional policies/programs/activities
contribute to a Latino(a) student persisting at the institution?), most participants could not speak
to using specific university services or programs. A few participants spoke to utilizing campus
tutoring intermittently. One participant spoke to having a job on campus while enrolled at the
institution. As noted in Research Question 2, a number of participants became involved in
student organizations related to their academic major and career interests, but none expressed
being actively involved outside of these areas. One participant expressed using library facilities
and being aware of campus counseling and health care services, while another indicated reaching
out to the Registrar and Financial Aid Office for questions. With the exception of the participant
pursuing military training via the university’s ROTC program, the remaining participants did not
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indicate any specific institutional policies, programs, or activities contributing to their academic
success or motivator to remain enrolled at the institution.
In response to Research Question 4 (What internal and external factors contribute to a
Latino(a) student choosing to persist at the institution?), participants expressed faculty and
certain non-teaching staff personnel being important internal influences on student persistence.
Faculty were frequently mentioned as playing a positive role in the lives of participants in their
willingness to provide support and encouragement to students. Participants also expressed
supportive experiences from academic advisors, administrative support personnel, and even
some non-academic support personnel around campus. It should be noted that while faculty were
identified as playing a significant role in student success, participants also mentioned faculty
being involved in academic advising, providing tutoring, offering career advice, and serving as
organizational sponsors/advisors in addition to their teaching responsibilities. Academic advisors
played a more limited role, while few if any student support offices or services on campus were
even mentioned. External to campus, only two participants made mention of any support systems
aiding in their college plans, including one participant involved in a mentoring program and
another who received encouragement from supervisors at their part-time job. External factors did
not play a significant role for most others in their college activities.
Reflection on Themes
During the course of reviewing participant transcripts, the initial review and later coding
process revealed a series of themes that existed with each participant, though it should be
acknowledged the prevalence of each theme varied from one individual to another. The first
theme, an Individual-based Decision-making Process, whereby participants were largely left on
their own in determining what types of institutions they would apply to and what majors to
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pursue, paralleling responses to Research Question 1. Participant responses largely attributed this
to being the first, or one of the first members, of their family to attend college, and the lack of
knowledge and understanding by parents and relatives in college planning to guide and mentor
participants, a challenge which then carried over for participants once they entered the college
environment. From this point in the college-going process, participants expressed experiencing a
second theme, Uneven College Transition and Ensuing Adjustment. Unable to rely on the firsthand advice of parents and close family members, some participants noted receiving advice from
a myriad of other individuals, including teachers, extended family members, and/or friends, all
providing their own unique suggestions regarding college. One common point of advice
participants noted was receiving college recommendations from teachers, but little information
on how to choose a major or how best to prepare for the college experience. After settling into
college, some participants commented that enrollment in high school advanced-level classes did
not often mirror the rigors and demands of actual college classes, leaving participants struggling
to adjust to the new learning dynamic. Two participants who attended a community college
before enrolling at the HBCU noted facing their own challenges in adjusting to the university
environment. Still others noted a particular challenge in fully understanding what direction to
take with their college major, as well as some being unaware of the options available to them and
the related career paths. Lastly, participants’ comments varied in how they went about
establishing new relationships with peers, with some noting they struggled to do so due to
personal challenges, while others noted personal effort and time was needed to make connections
and establish a new friends circle.
A third theme, Managing Ones State of Mind with a Broad Support Structure, factored in
two sub-themes. As noted in the second theme, the transition to college for some participants
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resulted in missteps and periods of isolation or aloneness before they ultimately found their
footing. In working to establish themselves in the college setting, participants acknowledged an
array of emotions, some of which they worked to manage on their own, while others they were
able to work through as a result of existing and new support structures. These support structures
came largely in the form of emotional support they received from their family circle – with
emphasis on parental support for a number of participants – followed by friends, significant
others, and university staff members. This support structure and the inclusion of faculty, nonteaching staff, and college peers connects to a fourth theme identified from participant responses,
Acceptance and Connection to the Institution. In reaching a certain level of acceptance within the
university setting, participants described experiences of connecting with others different than
themselves, regardless of color, background, or position at the institution. While acknowledging
varying levels of personal challenge, all participants came to discover the presence of members
of the campus community who could and did willingly assist them in overcoming these
struggles. They also acknowledged the distinct culture of the institution and the HBCU
environment. In their own time, each participant reached an understanding they were a unique
but accepted member of the institution.
Limitations
The original study design sought to capture the experiences of a group of six to eight
Latino(a) business students attending an HBCU. That goal was achieved with the participation of
six individuals completing hour long, semistructured interviews for this study. While the
participants provided valuable first-hand perspectives of their time as college students in an
HBCU, there are a number of potential limitations that should be recognized. First, I
acknowledge the sample size of participants may be too small to universally apply stated
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outcomes and perspective amongst similar populations at other institutions, whether they be
HBCUs, MSI, or PWIs. As I chose to conduct semistructured interviews with each participant to
capture their personal experiences, it is understood a larger pool could further reinforce similar
perspective or possibly uncover alternative outcomes from those previously shared. Secondly, I
limited the focus of the study to business students. While this allowed for engagement with
undergraduate students in my academic area, factoring in a broader number of academic
disciplines might have resulted in a larger pool of participants sharing experiences unique to their
academic interests. Thirdly, I focused on narrowing the focus of the study to one HBCU.
Conducting the study at multiple institutions with varying locations may have resulted in the
discovery of perspectives unique to the institution or location. Lastly, I chose to pursue a
narrative study, requiring a considerable investment in time to interview, transcribe, and code
participant responses. A quantitative study involving a survey or similar instrument may have
allowed for similar responses to be captured amongst a larger sample. These are points that will
be taken into consideration and revisited as part of the research component of the
recommendation section.
Recommendations
Having discussed findings and recognized limitations from the study, this next section
addresses potential recommendations, both for real world application as well as for future
research opportunities.
Recommendations for Practice and Application
During the course of study interviews, the interviewer noted a recurring refrain by
participants of having little understanding of their options relative to colleges and academic
majors, as well as having to make a number of decisions on their own as first-generation college
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students. If an institution such as the HBCU involved in this study sought to improve its
approach to recruiting Latino(a) students, institutional leaders might consider the following
options as part of a strategic enrollment management plan:
1. In the absence of resources to hire new staff, develop a recruiting plan whereby
university recruiters and admission personnel identify a select number of schools with the
targeted Latino(a) population. Staff would work directly with school officials, counselors,
and teachers to provide students opportunities to learn more about college options and
academic majors, while also planting seeds of opportunity to recruit new freshmen.
2. Create virtual and/or printed material to provide to counselors and teachers that could be
used to foster college discussions. This could be in the form of college tip sheets or a
website explaining types of postsecondary institutions (public, private, HBCUs, HSIs,
technical schools, community colleges, etc.), or educational requirements for various
career paths.
3. The institution could develop parent guides, as well as bilingual copies, that provide
introductory information on the institution, general information on admission and
financial aid, and answers to general questions on college planning. This would be a
pathway to involving families unfamiliar with the college-going process, and how it is
different than secondary education.
Some participants indicated faculty serving as their academic advisors with mixed results and
experiences. To support students advising needs upon entering the institution, I offer the
following for institutional leadership to consider:
1. Assess the feasibility of transitioning away from a largely faculty advising model to one
that focuses on professional staff advising. Professional staff advising would allow
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students to gain direct access to a full-time advisor familiar with university procedures
and practices, freeing up faculty who may not be current with university protocols and
allowing them to focus more on their classroom preparation.
2. Provide training to advisors with academic coaching techniques to supplement their
standard advising duties. Such training may involve coaching on study habits, time
management, and stress management. This would equip advisors with tools to assist
students with issues beyond scheduling and course selection during college semesters.
3. Establish regular lines of communication with the institutional career services office.
Such a relationship would provide academic advisors with career services information
they could then pass on to students, such as assessments for career decision-making,
events such company information sessions on campus, or resources such as job or
internship boards and resume writing services.
Continuing with a focus on career-enrichment support for students, institutional leaders
may consider developing a plan to enhance the career service area to allow for the following
options:
1. Determine the feasibility of offering career assessment and testing opportunities to
freshmen students upon entry to the institution. Such a step would help undecided
students identify academic majors and career paths they might not have previously been
aware of or considered. Separately, those uncertain of their chosen academic major may
use this as an opportunity to shift to a new area that better addresses their interests.
2. Expanded career enrichment may entail the addition of new support staff to serve as
coaches specializing in certain majors or career paths, while separate personnel address
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general career service support with resume writing, developing a social media, and
interviewing prep sessions.
Outside of academic advising and career development areas, institutional leaders may
seek to develop a communications plan that helps to better inform students of campus services
and resources available to them. During the course of interviews, participants expressed relying
largely on faculty or peers to learn about certain services or resources; participants rarely
credited the institution for providing such information. Such a communication plan would help to
promote tutoring support or supplemental instruction, health and wellness programming, as well
as career service offerings and activities. Institutional leaders may also seek to identify how
virtual and off-campus resources might be developed to serve students unable to access campusbased offerings, or services only available during regular working hours. This would address the
needs of students who live away from campus or work outside of class commitments.
Recommendations for Future Research
As noted in the Limitations section of this chapter, there are a number of paths I could
have pursued in conducting a study. At the same time, there is limited qualitative research
pertaining to Latino(a) college student lived experiences and/or academic success in the HBCU
setting (Allen, 2016; Allen & Stone, 2016; Allen et al., 2020). Understanding this situation, I
chose to contribute to the existing research material available by pursuing a narrowly defined
study capturing participants’ unique personal histories. For future researchers, similar studies
may involve a larger pool of participants, as well as increasing the number of academic
disciplines, allowing for a greater number of student perspectives to be captured. Separately,
future studies may involve participants from multiple institutions, possibly allowing for the
inclusion of institutions in urban and rural settings, HBCUs versus other types of MSIs, and even
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comparisons of Latino(a) populations attending HBCUs versus PWIs. Further, researchers may
seek to utilize a mixed methods or entirely quantitative study model that captures information not
included in the current study. Whichever model is pursued, there is potential these later results
may produce similar or different findings than those outlined in this study. Ultimately, such
findings will help further the dialogue as to how institutions and their leadership teams might
best approach supporting the needs of Latino(a) college students.
Conclusions
In capturing the personal experiences of Latino(a) college students, the current study
helped to reinforce observations and outcomes from earlier research in a number of areas, while
also uncovering some gaps viewed as influential considerations of similar studies. The current
study captured similar perspectives as noted by Johnson (2019) of the impact of teachers,
counselors, and other school personnel in guiding students through the initial college-going
process, particularly in promoting the HBCUs they graduated from as welcoming places that
could provide accessible and affordable educational opportunities. The current study reinforced
existing observations by earlier researchers (Arroyo et al., 2016; Darrell et al., 2016; Williams &
Johnson, 2019) of the positive role and influence of faculty, with participants recognizing faculty
as not only teachers, but advisors, guides, and mentors in their college-going experience. The
current study also reinforced earlier research noting such considerations as proximity to family,
admission accessibility, and cost affordability as factors for choosing to attend certain
institutions (Arroyo et al., 2016; Maramba et al., 2015). Additionally, participants noted the
expressed support and encouragement from family as being an important factor in participants’
college plans and success, particularly during periods of uncertainty and stress that might have
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endangered their progress in school (Allen & Stone, 2016; Johnson, 2019; Maramba et al.,
2015).
Ultimately, participants credited the institution for providing them a quality education
while also making them feel welcomed to the institution, a similar experience found in previous
studies (Allen, 2016; Allen & Stone, 2016; Allen et al., 2020; Arroyo et al., 2016; Maramba et
al., 2015; Palmer & Maramba, 2015a, 2015b). While some participants in the current study
expressed experiencing moments of awkwardness, feeling like an outsider, or finding it
challenging to make connections with others, they also expressed being able to overcome such
challenges in time, or pointed to personal characteristics that contributed to the situation. Such
experiences and emotions were also present in earlier research (Palmer & Maramba, 2015a,
2015b). As with Allen (2016), each participant expressed the importance of having a network of
support (commonly family, friends, and faculty) and a feeling welcome within the institutional
community as important factors contributing to their ability to remain at the institution, as well as
motivation to continue progressing towards degree completion. Of significant note is the lack of
presence of institutional leadership. While Lockett et al.’s (2018) research noted the importance
of senior leadership engagement in fostering the institution’s mission, most participants of the
study did not express seeing or experiencing senior institutional leader engagement, except in the
instance of one participant (Jamie) who spoke of her appreciation of the HBCU president
working to establish a welcoming campus environment. Other participants largely spoke of the
impact of their faculty and/or classmates and peers, but with only occasional influence from nonteaching staff members. Separately, outside of one participant involved in the institution’s ROTC
program, no other participant spoke to being involved in an institutional program that assisted in
fostering student transition to the college setting, an opportunity researchers determined
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contributed to student success at other institutions (Gasman & Nguyen, 2016; Lee et al., 2019;
Slade et al., 2015).
As noted in the study’s theoretical framework, the ability for individuals of diverse
backgrounds to experience a sense of belonging in the college environment is key to student
retention and success (Garvey et al., 2020; Hurtado & Carter, 1997; Mwangi, 2016; Strayhorn,
2019). A component of this belonging is the presence of a campus culture that, rather than
working to discard earlier social and cultural characteristics or influences, acknowledges the
presence of diversity within the student body, welcomes individuals as they are, and offers
support as needed to further a student’s academic career (Ash & Schreiner, 2016; Museus &
Quaye, 2009; Schuh et al., 2017). At the same time, I recognize HBCU leaders may face
significant challenges to their decision-making efforts as they seek to maintain the viability of
their institution (Adserias et al., 2017; Graham & Donaldson, 2020). On one side are institutional
stakeholders (e.g., alumni, long-time university employees, students) resistant to diversifying the
student body and concerned with potentially endangering the mission and role of the HBCU
(Arroyo et al., 2017; Njoku et al., 2017; Palmer et al., 2018). On the other side are governmental
stakeholders demanding institutions identify new sources of revenue to operate, redefining the
population they should serve, and seeking improvements on student success rates (Delaney &
Kearney, 2016; Hu & Villarreal, 2019; Loberti & Roth, 2018; McClure, 2017; McKeown-Moak
et al., 2013; Rutherford & Rabovsky, 2018). It is with these considerations I proposed the
recommendations found in this section. Considering the potential for pushback by institutional
stakeholders to stay the course, versus demands for action and change by governmental
stakeholders, the beforementioned recommendations offer a mix of investments that could
benefit the existing majority student population, while seeking to extend outreach and support to
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the targeted student population – namely Latinos/as. Recommendations also take into
consideration that institutional resources may or may not currently be in place to support certain
initiatives. As such, institutional leaders may develop a more defined or narrower strategic plan
that can be pursued with existing resources, while allowing for room to pursue more expansive
opportunities in the future once new or reallocated resources become available.
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On behalf of the Institutional Review Board, I am pleased to inform you that your project titled
) is exempt from review under Federal Policy for the Protection of Human Subjects.
If at any time the details of this project change, please resubmit to the IRB so the committee can determine
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Megan Roth, Ph.D.
Director of Research and Sponsored Programs
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Additional Approvals/Instructions:

The following are all responsibilities of the Primary Investigator (PI). Violation of these
responsibilities may result in suspension or termination of research by the Institutional Review
Board. If the Primary Investigator is a student and fails to fulfil any of these responsibilities, the
Faculty Advisor then becomes responsible for completing or upholding any and all of the
following:
• If there are any changes in the research (including but not limited to change in location,
members of the research team, research procedures, number of participants, target
population of participants, compensation, or risk), these changes must be approved by
the IRB prior to implementation.
• Report any protocol deviations or unanticipated problems to the IRB promptly according
to IRB policy.
• Should the research continue past the expiration date, submit a Continuing Review Form,
along with a copy of the current consent form and a new Signature Assurance Form
approximately 30 days before the expiration date.
• When the research is completed, inform the Office of Research and Sponsored Programs.
If your study is Expedited or Full Board, submit an Inactivation Request Form and a new
Signature Assurance Form. If your study is Exempt, Non-Research, or Non-Human
Research, email xxxxx@acu.edu to indicate that the research has finished.
• According to ACU policy, research data must be stored on ACU campus (or
electronically) for 3 years from inactivation of the study, in a manner that is secure but
accessible should the IRB request access.
• It is the Investigator’s responsibility to maintain a general environment of safety for all
research participants and all members of the research team. All risks to physical, mental,
and emotional well-being as well as any risks to confidentiality should be minimized.
For additional information on the policies and procedures above, please visit the IRB
website http://www.acu.edu/community/offices/academic/orsp/humanresearch/overview.html or email xxxxxxxxxxx with your questions.

Crosby, Gabriel
From:
Sent:
cc:
Subject:
Good Afternoon,

ResearchCompliance
Tuesday, March 22, 2022 3:14
PM Crosby, Gabriel
xxxxxxxxxxxxxx
Re: Authorization Agreement
Form
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This is a follow up to our phone conversation. As mentioned in our call, based on the research
being conducted as a student at Abilene Christian, we can conclude that is not engaged, and an
Authorization Agreement is not appropriate. Once Abilene Chrisianls IRB has approved your
project, please submit the approval letter, approved consent document and approved survey
questions.
Once we receive those documents, we can provide you with a Cooperating
Facilities Letter. If you have any questions, please feel free to contact me.
Thanks!
Office of Research Compliance

From: Crosby, Gabriel
Sent: Wednesday, March 16, 2022 3:57 PM
To: ResearchCompliance
Cc: xxxxxxxxxxxx
Subject: RE: Authorization Agreement Form
Apologies, I failed to attached my agreement form to my last message. Find it attached here with
my other items.
From: Crosby, Gabriel
Sent: Wednesday, March 16, 2022 3:18 PM
To: ResearchCompliance
Cc: xxxxxxxxxxxx
Subject: Authorization Agreement Form
Hello
I am a doctoral candidate in the Organizational Leadership Program at Abilene Christian
University. I am presently preparing my IRB packet to submit to ACU for approval to
commence my doctoral study. The study in question is titled Lived Experiences of Latino(a)
College Students Enrolled in a Historically Black College & University (HBCU). Provided
below is an outline of my research design and methodology.
Purpose Statement
This qualitative narrative study involves interviewing 6 - 8 Latino(a) junior and senior-level
college students in the College of Business. The study seeks to capture the first-hand
experiences of these students as they persist as part of a minority population at a majoritypopulation higher education institution.
Conceptual Framework
Literature for the proposed study revolves around a theoretical understanding of sense of
belonging, marginality and mattering, and approaches to cultural engagement, and the potential
of already diverse environments needing to adapt to allow for greater campus diversity.
Design and Methodology
During the scope of the study, the researcher will seek to gather answers to the following
research questions:
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RQI. What family support structure contributes to a Latino(a) student's success?
RQ2. What social network might exist that contributes to a Latino(a) student's success?
RQ3. What internal and/or external factors contribute to a Latino(a) student choosing to
enroll at the institution?
RQ4. What institutional influences contribute to a Latino(a) student persisting at the institution?
Participant Sample: Purposeful sampling will be used to identify six to eight junior and
senior-level enrolled students who identify as Latino(a), specifically 3 to 4 males and 3 to 4
females each pursuing a bachelor degree in business. Sample selection process involves the
following:
Potential participants identified using institution's student data management system
Researcher contact of potential participants will occur via university email addresses for
initial and later communications. Only students like to have access to email account.
Researcher will outline scope of study and participant's expected role/contribution.
May require discussion over phone or an initial Zoom session. Participants will not be
paid,
My role in the College of Business is that of an administrative staff professional and not an
instructor/professor. My student interaction focuses on working with graduate program
students. As such, I will not have a relationship with the undergraduate students involved in the
study.
Measures: The narrative study involves capturing the lived experiences of each participant.
Data Collection: In addition to institutional data and reporting, the researcher will collect
responses using individual semi-structured interviews. Zoom recordings will be downloaded into
Otter transcription software to produce interview transcripts. A comparison will occur between
transcript and recordings to confirm accuracy of information in transcript. Transcript will
separately be compared to handwritten notes taken during interview for additional confirmation
of comments captured.
Participants will receive copy of transcript to verify or adjust statements captured. After
participant comments confirmed, In vivo coding will occur, followed by theming and grouping
according to research questions. Responses will assist with fleshing out participant profiles.
Data Analysis: Responses transcribed for In vivo coding, theming, and grouping according to the
four research questions.
Security/Confidentiality: To maintain confidentiality for participants, the researcher will proceed
under the following steps:
Participants will complete consent agreements outlining study and participant role.
Submission of signing of agreement confirms participation. Verbal or email response will
not be accepted to confirm participation. Lack of signed agreement disqualifies individual.
Pseudonym will be assigned by researcher. Pseudonym will be indicated in
communications to participant, used during entirety of interview, and listed on transcript
record.
Password access to interview session sent via university email address.
Secure and unshared location for researcher to conduct interviews. Participant will be
encouraged to sit for interview that is quiet and for period of time not to be interrupted.
Interview sessions deleted in Zoom once study is concluded. Transcripts also deleted from
Otter at conclusion of study.
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Proposed Outcome of Study
The researcher seeks to:
Learn what drivers (both internally and externally to the institution) contributed to the
sample population persisting through their college studies. Such a study will contribute to
the limited research focusing on nonblack student populations attending HBCUs.
Provide faculty and staff insight on the potential influences that impact an
underrepresented populations persistence in the higher education setting.
Provide HBCU institutional leaders perspective on non-Black demographic population's
decision-making process related to school choice.
Higher education leaders gain perspective on the influence of cultural and institutional
factors on sense of belonging and feelings or marginality among minority populations.
Attached to this message is a copy of my Prospectus Defense Report, which is signed by my
committee members and the dissertation program manager, as well as copies of Human
Subjects Review and Responsible Conduct of Research training certificates I am required to
complete as part of my program.
Please let me know if you have questions, or if we might need to arrange a formal conversation.
Regards,
Gabriel Crosby, M.A., M.Ed.
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Appendix B: Interview Protocol and Interview Questions
Hello (Participant Pseudonym)!
Thank you for agreeing to speak with me as a participant for my study. Before we begin the
study interview, I just want to point out a few items as a refresher from my initial email
invitation as well as the consent agreement.
Participation in this study is purely voluntary, and there is no compensation for your
involvement. While you have signed and returned the consent agreement form to me, you can
still choose to decline participation in the interview at this time without penalty. Do you still
wish to proceed?
Participant: Yes or No
[If No, thank the student for their time and politely end the conversation.]
[If Yes, move on with the interview protocol and questions.]
Thank you for agreeing to continue. During the course of the interview, I will be asking you a
series of questions related to the topic of my study. You can choose to answer any question as
you feel is appropriate, as well as choose not to answer a question you find uncomfortable.
Lastly, you can choose to end the interview at any time without penalty. Do you understand these
statements so far?
Participant: Yes or No
[If No, provide clarification to participant’s questions for clarity.]
[If Yes, proceed to next step.]
Just as a reminder, the audio of your interview is being recorded. While I will have my camera
on during the interview, it is optional for you to do so. I will also be taking some handwritten
notes to help capture some of your key comments. Once we finish with my last question and
your response, I will conclude the interview some final instructions. For now, let us begin.
Upon Conclusion of Interview
Now that we have finished with our last question, just a few comments. Thank you again for
agreeing to participate in this session. Following this meeting, I will review the transcript of the
recording from this interview. Once my review is complete, I will review your responses for
accuracy. I will then provide you a copy of the transcript to confirm your responses. Should you
not provide a follow-up response, I will take this lack of response as confirmation that you
accept the transcript information.
Participant Interview Questions
1. What motivated you to go to college?
2. How did you decide to attend [institution]?
Possible follow ups:
•

How long have you been enrolled at [institution]?
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•

Is this the only college/university you have attended?

•

Did your family play a role in your school of choice? Anyone in particular (parents,
siblings, others)? How so?

•

Did your friends play a role in your school choice? How so?

3. How did you ultimately choose your major?
Possible follow ups:
•

Did your family influence your choice of major?

•

Did your friends or others influence your choice of major?

•

Did someone within the institution influence your choice of major?

4. How would you describe your transition to being a college student?
Possible follow up:
•

What kind of support did your family provide in this transition?

•

What kind of support did faculty or staff provide in this transition?

•

What kind of support did your peers/classmates/friends provide in this transition?

•

What kind of support did the institution provide in this transition (programs, activities,
etc.)?

5. How would you describe your overall interactions with the following individuals?
•

Faculty inside and outside of Business

•

Academic Advisors

•

Staff outside of Business

•

Campus administrators or leaders

6. How would you describe your utilization of campus resources (library, tutoring
center, recreational facilities, student center, etc.)?
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Possible follow-ups:
•

Were you aware of resources to use? How did you find out about them?

•

Did you feel comfortable asking for assistance with these resources?

7. Do or did you participate in organizations or activities on campus?
Possible follow-ups:
•

[If yes] How did you become involved in this organization(s) or activity(ties)?

•

[If no] What kept you from being involved?

8. Do or did you live on-campus or off-campus?
Possible follow-ups:
•

Did you feel this living arrangement benefitted your college experience?

•

How did this living arrangement impact your college experience?

9. Do or did you work while going to school?
Possible follow-ups:
•

Do or did you work on-campus or off-campus?

•

How many hours did or do you work?

10. Do you feel you fit in on campus?
Possible follow-ups:
•

What role did faculty play?

•

What role did staff play?

•

What role did peers/classmates play?

11. Did you find it easy to establish relationships with peers and make friends?
12. Do you believe you received the support you needed to be successful in college?
Possible follow-ups:
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•

[If no] What would you have liked to be different?

•

[If yes] What individuals or areas of the institution do you feel provided the most support
or benefit?

13. How would you describe your college experience overall?
Possible follow up:
•

What role has your family played during your college experience?

•

What role have your friends played in your college experience?

•

What role have your professors/staff played in your college experience?

